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INTRODUCTION

. N

With the publication of this volume, the first three-year gycle of the Eth- 2
noperspectives m Brlingual Education Researcl} Project comes to a close.
A total of six forams were held during the pastlthree years. al| devoted to
the exposition and analysis of current thinking in bilingual education re-
search. The forums resulted in the publication of three volumes. each fo-
cusing on one of thre» topics 1n bilingual education: theory, technology, or
public policy. These volumes have been well received by the bilingual ed-
ucation community, as evidenced by the sigmficant uses to which the books

through the:project. Following this general discussion. a few remarks will
be made concerning bilingual education technology.
The implem_ntation of the Ethnoperspectives Project reflected a very
? definite viewpoint as te what have been. and continue to be, key issues n
the field of bilingual education during the late seventies and early eighties.

proposed that there is a specifiable process through which knowledge in
bilingual education can be expanced. modified. and refined.

Looking at the first proposition, the structure of knowledge in bilingual
education can be partitioned into three areas They are theory. technology,
and public policy. These three major divigjons. when properly expanded
and elaborated. provide a comprehensive ‘organizational scheme for most
of the knowledge that 5 commonly assumed to be part ot the bilingual
education field. An outline of the three major areas, together with essential
subcategories, follows:

Proposed Categories of Knowledge
in Bilingual Education

s

l. Theory . 4
Ao Knowledge of phenomena related to language and
communication
B. Knowledge of phenomena related to culture and society
€ Knowledge of phenomena related to cognition and brain
functioning .
D. Knowledge of phenomena related (o pedagogy as implemented
for biiingual students
Il. Technology -
A. Knowledge of phenomena related to models 1n bilingual
education

w o
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X Bilingual Edvcanon Technology
B. Knowledge ot phenomena related to instructional materials
C. Knowledge of phenomena related to specific techmques or

methods .

. D. Knowledge of phenomena related to technical instruments

E. Knowledge of-phenomena relatcd to measurement
F. Knowledge of phencmena related to evaluation <

1. Public Policy -

A. Knowledge of phenomena related to federal bilingual educa-

tion legislation and implementing regulations .

. Knowledge of phenomena related to actiorns of the courts

_ Knowledge of phenomena related to state bilingual edacation
legislation and implementing regulations

. Knowledge of phenomena related to the bilingual education
policies of local school districts

. Knowledge of phenomena related to the influence of the mass
media on bilingual education issugs

F. Knowledge of phenomena related to bilingual ethnocommunities

Obviously the outline 1s not fotally inclusive of all possible knowledge in
the field of bilingual education. But the key features are cleagly, discernable.
Similarly. all of the categories are not mutually exclusive. Some overlap is
inevitable. but there is enough distinctiveness in each category to clearly
demarcate one area from another.

The usefulness of the knowledge categories just described. and imple-
mented through the Ethnoperspectives Project. stems from their utility in
devising a research agenda that exhibits some measure of orderliness and
comprehensiveness. For instance. each year of the three-year project was
devotedTo topics in one of the three main areas. As aresult. the researchers
brought together each year exhibited a considerable amount ot cohesion
and the resulting publication reflected the state of knowledge 1n 1ts respec-
tive area. .

The knowledge categones proposed also can serve a heuristic function.
They can do so in at least two ways. First. researchers and practitioners

m o N®

_will have available a mechanism for identifying ;aps in knowledge. They

also will be able to assess the relative level of knowledge (or ignorgpee) in
each area. In this sense. the categories proposed can assist 1 assigning
priorities for further knowledge development. ..

Secondly, the categories of knowledge can be useful to highlight the in-
teractions between theory. technology. and public policy. In the past. the
lack of such categories has tended to confuse decision making in the field
of bilingual education. On some occasions. for example. decision makers
have not been sufficiently aware of the difference between choosing a par-
ticular technical alternative as a matter of oublic policy and the use of
technical data to justify a particular value choice that reflects public policy.
To some extent. the transition vs maintenance dichotomy is an example of
this confusion. Similarly. there has been an astonishing lack of clarity as to
the impact of theory on bilingual education policy formulation and vice
versa. Theoretical notions. such as “language dominance™. have been en-
shrined in some legislative actions even though these concepts may in fact
be only theoretical. Comiag from the other direction. it should be clear that
federally mandated research in bilingual education is not equally attentive
to all important categories of the field In pa ticular. such research has

J
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tended to emphasize technology and not 1o emphasize theory and a nuniber
of significant aspects of pubhc policy. o

Turning now to the second proposition. it 15 asserted that there s a spec-
ifiable process through which knowledge in bilingual education can be
generated The proposed process entails the concepts of ducumentation.
accumulation. criticalneas. and paradigm.s

Documentation refers to the idea that if kno ledge in bilingual education
1S to be preserved it must be recorded Any Mmedium may be used to record
knowledge. but emphasis sheuld be placed on media -that maximize dura-
bility. accessibility, and transporiability The purpose of documentation 1+
to avoid the “reinventing of the wheel™ syndrome. The idea of documen-
tation applies equally to practitioners and to researchers Too much knowl-
edge is being lost in the field because 1t has not been recorded. and usefu}-
knowledge 15 not bging widely disseminated because it basically resides in
a few heads.

The notion ¢f documentation impiies several distinct but interrelated ac-
tivittes- First. someone has to take the time to record knowledge Thid 15
a cnitical step because knowledge that 15 not recorded will soon be lost.
Secondly. records must be orgamzed and prescrved for others to access as
conveniently as possible Thiscactivity implies the concept of a deposnory,
1€ . aplace for holding current knowledge in bilingual education. Such de-
"positones should range from the resource rooms of local school districisy
and orgamizations to regional and national depositonies and cleahinghouses.
< Depositories are Important because they aré required 1n order to imple-
ment the rdea of knowledge accumutation in bilingual education s idea_
1% essential because knowledge 15 most powerful when it 1s allowed to build
on 1tself to generate ever Increasing levels of sophistication. Scattered bits
and pieces of knowledge cannot lead to rapid knowledge expansion and
refinement Such knowledge 15 more akin to gold nuggets than 1o a gold
mine. The 1dea of accumulation. therefore, imphes the gathering, sifting,
storing. and sharing of kdowledge It alvo implies the cumulative effect that
can be achieved by applying intergenerational efforts 10 knowledge produc-
tion. Most importantly. the idea imphes that_everyone must contribute to
knowledge production in bilingual ‘education.

Knowledge that i1s well documented and accumulated from a diversity of
sources can then be refined through critical thought and mvestigation The
most powerful knowledge in bilingual education will surely be that knowl-
edge that has been refined by cnitical intellects. Hence. knowledge produc-
tion m bilingual education should be gurded by zn ethic of criticism’ Clearly
1t 15 ampoctgnt to distinguish between ariticos and criticoney, While we may
be intolerant of (s ones. we also need to encourage the crific 0y who ask
the tough questions and who perhdps disquiet us with therr skepticism.
Moreoever. it 14 necessary to develop a style of criticism that 1s tolerant of
diversity without thereby fostering self-indulgence. Criticism 1 a central
clement in the p,oduction of knowledge in bilingual education because it
functions as 4 corrective factor permitting us to slough off knowledge that

. no longer inform. qr that misinforms

A corpus of kawledge that 1 well documented and that has survived
intensve criticism can then jead to further knowledge generation that i
paradigm driven Paradigms are fundamentally the distilled perspectives of
orgamized adherents who generate knowledge within therr systernatized

1y
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framework. What is sigmficant about this process 15 that competing para-
digms arise within any given field. And 1t 15 this competition that both
increases the rate of knowledge production and the efficacy of the critical
process noted above. The clash of competing paradigms can shape knowl-
edge much as the old blacksmithshaped functional implements by banging .
iron between the force of the hammer and the resistance of the aavil. Similat
shaping and contouring of knowledge 1n bilingual education 1s essential 1if
the field 15 to contribute significantly to the improvement of pedagogy.

Moreover. paradigms need not be resgicted 1o narrow disciplinary con-
cerns. In a field such as bilingual edu lion&[ nught well be argued that
paradigms should be multidisciplinary or interdisciplinary. After all, the
essence of a paradigm 1s to voke a framewor's within which phenomena
can be studied and orgamzed Such a framework should maximize com-
prehensiveness as well as depth.

These then are the two general propositions that formed the organiza-
tional basis for the Ethnoperspectives Project. Some of the ideas described
above were implemented better than others. but the overall philosophy was
evident throughout the project. If this strategy for knowledge production
proves to be useful in other contcxts. then perhaps the Ethnoperspectives
Project has contributed something of real significance to the field of bilingual
education :

Shifting now to the theme of this book—bilingual ‘education téchnology —
1t may be useful to pont out that in the ongoing public debate about bilingual
educatio- . it 1 often the case- that a fundamental aspect of bilingual edu-
cation 15 overlooked. To state 1t simply” Bilingual education 1s. to a signifi-
cant degree. a techmcal solution to a techncal problem The nature of the
problem 1tself can be expressed succmctly. In general. students whose na-
tive language 15 not English seem to achieve less 1n English monolingual
«chools than students whose native language 15 Englhish. While there may
be much disagreement as to the nature of the causes-that result :n this
different:al achievement. there can be a little doubt as to the existence of
the differential and httle argument as to the need to minimze or even elim-
inate 1t

One important strategy aimed at removing the achievement differential
involves the instruction of hnhngﬁal studenti by bilingual personnel who use
bilinghal education techmgnes and materials This strategy 1s based on an
intuttive understanding of the need to match a student’s means of com-
mucation and cuiiural background with those of the teacher and, more
generally. the school, Unfortunately. when this pedagogical strategy first
began to gain currency among educators (¢ 1967) and members of ethno-
commumties. there was no off-the-shelf technology that could be appled
to the hilingual classroom [t 1, therefore important to understand that the
desire to implement bihingual education in the late sixties was net accom-
pamied by a comprehensive body of knowledge that could be used to achieve
the desred goal

Such a situation. of course 15 not umgque o bilingsal education When
President John F Kennedy committed the nation to land a man on the moon
within a decade. there was no off-the-shelf technology extant that could
accomplish such 4 feat. What Kennedy expounded was nothing more than
a national goal and a strategy for returning the U.S to a position of prom-
inence 1n space exploration. During the ensuing ten year effort. bilkons of

li
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dollars were poured into research, development. and experimentation While
there was some concern about cost overruns. timehnes. etc . few people
questioned the goal 1itself or the desirabiity to regain international promi-
nence in space In skort. the goal was not negotiable. but engineers could
come and go depending upon their success in solving technical problems. -

Imretrospect. one can see that early : voczng%s'(‘)t‘blhngual education were
forced to borrow. adapt. invent. and ven to import bilingual education
technology (since no billions were poured into this enterprise). The import
case s particusarly instructive because it teaches a valuable lesson about
the hazards of transferring technology across internaional borders. Early
advocates of bilingual education imported: from C:Zmada what has been called
the immersion mode! 1In its home turf, this treatmgnt was invented essen-
tially as an intervention strategy to effect changes n ethnic group relations.
The strategy invelved subjecting English monolingual students to a totally
French Janguage curriculum. hence the name 1mmersiog. The assumption
was that such students would be able to dachieve yust as well in an all-French
curriculum as i an all-Enghsh curriculum Wallyce Lambert. a principal
expogent of this model. demonstrated 1o the satisfacton of many cntics
tincluding the parents of the children who participateu voluntanly in the
program). that the students in the immersion program did indeed achieve
as well or even better than matched counterparts n an all-Enghsh curriculum.

But what 15 essential o note here s rthat student achievement. while
posilive. was essentually a side” effect (and one that had to be assessed
carefully) in a stratggy that was mn:ended to have an tmpact primariiy on

‘ethnic relations. Thus. it 1s farr to say that tke.so-called immersion model

was not really a model of bihngual education. n 4 technical sense. but 4
model for promoting change 1n intergroup relations. In short. the intended
~icome of this model must be measured 1n terms of 1ts impact on ethme
group redations. while its. side effects must he measured in terms of student
achievement in ordinary academic subjects

When this model was mported into the United States. however. its in-
tended use was piimanly to upgrade the achievement levels of non-English-
speaking students. It should thus be clear thet i the process of transplan-
tation. the wide effects of the immersion model were converted to the pri-
mary effects. while the original primary effects were not crnitically assessed.
Moreover. the early implementations of the immersion model 1n the U S
assumed tha: non-Enghsh-speaking children should be immersed 1n an afi-

- English curnculum. This treatment proved to be a woeful fatlure. a fact that

caused much confusion among advocates and critics alike of bilingual ed-
ucation Nevertheless. the mode] was subsequently moditied so that limited-
English-speaking students were 1immersed n ther home language This
treatment kas proven to be remdarkably successful n increasing student
achievement in both English and the native language. as well as in the
content areas  The lesson that was learned 1o quite simple  Students from
low status groups who ire spedkers of 4 nonprestige language should be
immersed n thesr native language. This 15”10 marked contrast to the Ca-
nadfan experience where students from privileged homes who spoke a pres-
tige language at home were immersedun o second. locally dominant language
Essentially. this iy the only techmical change that the immersion mode! has
sustamned in 1ts transfer from Canada to the U S.

Given this situation. it 1s clear that the importation of Canadian bilingual

IS
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education technology proved successtul i improving student achievement
among certan munonty language students. Unfortunately. the model pro-
duces such results only as a side effect of its imtended primary outcome.
which 1s to impact on ethnie group relations. The fact that U S. educators
have focused thierr attention on the side effects of the orginal model does
not mean that the model no longer produces the primary outeames. 1t most
certanly does 1n the U S . these outcomes have to do with engendering
greater awareness within ethnic groups, motivating members of ethnue groups
to express the need for greater socy | equity. and o myriad of other phe-
nomena that are important to ethnocommunities i the U S U nhappily.
these outcomes. or what might be properly called side eftects in the U S
context. are not alwavs seen positively by the magonty population n the
L. S Hence. while Lambert was abte to show in Canada that the immersion
model produced neutral or positive side effects .n terms of schoul achieve-
ment. those who used the model i the U S found out that the side eftects
of the transplanted model in this case impact on ethnie relations sinee the
mamn outcomes and the side effects of the orgnal model were reversed n
the transplantation process). were generally not seen posttively by the ma-
jority population

Tha moral of this story 1s that merely technical selutions to a socud or
educational 1ssue are not always adequate  The fact of the matter 15 that
to tay there exssts an oft-the  helt technology tmodited immers.on modet)
that can be miplemented 10 many situations where biingual education 18
indicated  Untertupately. that technology also ~~pacts on ethmie group re-
lations  And v Sile members of ethnic communities may generally view these
side ettects posttiveds (but this s not always the case. since some membei s
of ethnic communites argue that this technology also has negative side
effects for the ethnocommunity vis a vis assimilation. group dentity. ete ).
many members of the majonty population would prefer not to change the
status quo ot ethnic group relations That. ot course. 18« problem of a
difterent order and one that may well require solutions that are not merely
techmcal in character

I tin. amabfe lector. acabamos el primer ciclo del Fthnoperspectives
Project por donde empezamos con la pohtica Repito que aungiie es muy
util. v hasta obhigatono, fomentar el desarrolle de fa teoria y la tecnologia
bilingue. siempre hay gue poner de menos un ojo en la poliica. Porque como
dedia dona Chencha.  Se te queman los fryoles por andar de tecmeo Y
para recalor ki unidad ¢ esa dichosa trotka que incluye a la politici. teoria.
y teenologia. les bando dos ensayos al tin de este tomo. El pnmero discute
la teort del intercalamiento bilingue—el llamado “code switching ™ Y el
segundo propone un marco para el analisis de la poltica bilingue en los
b otados Undos Pues bien. hay los wacho en el epilogo

U n'servidor -
Desde Bajpa Michiacan

RAYMON® VARLL A PADIEL A ne PADILT A VAREEA
tsin exphicacion porgue va saben Uds o que pasa al cruzar el
1o rumbo al norte)

13
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IN SEARCH OF A PARADIGM FOR BILINGUAL EDUCATION*

Adalberto Aguirre, Jr.
University of Califormia.
Rrerside

In his analysis of the structure of scientific revolutions, Kuhn (1962) us s
the term puradigm to serve as a mode for orgamzing the coherence of a
scientific body of knowiedge. Specifically. the term refers to . . | accepted
examples of actual scientific practice—examples which include law. theory.
application, and instrumentation together—provide models from which spring
particular coherent traditions of scientific research™ (1962:10). In the ac-
cumulation of scientific knowledge. new paradigms emerge because old
paradigms are unable to explain emerging pdzzles or anomalies. The pro-
duction of new scientific knowledge then becomes a cumulative process—
paradigms replace each other within a continuous body of universal law.

An interesting feature of the concept “paradigm’ 1s that its use 1s 1n close
proximity to the phrase “‘scientific communmity = Implicit within Kuhn's
analysis of the structure of scientific revolutions 1 the proposition that a
paradigm wins over znother because its advocates succeed in being more
persuasive. and not necessarily because 1t 1s better (Holzner & Marx. 1979).
According to Kuhn (197/-460), “'If the term “paradigm’ 1s to be successfully
exphcated. scientific commumties must first be recogmized as having an
independent existence " As a result, not only are there competing para-
digms. but also competing scientific communtties. Thus. the success of a
paradigm depends on” the level of coherency and orgamization within its
Supporting community.

For our purpose in this essay. the term puaradignt v, used n a generai
sense as a significant ordering principle or str ea that provides
consistency and coherence in a body of knowledge. The Ypecific body of
knowledge we will be addressing 15 that which has acquired the label of
“bihingual education ™ One of the imitsal assumptions 1n the introduction of
bilingual education to the public schools was that 1ts presence held the
potential for a scientific revoluiion. However. the lack of a paradigm for
bilingual education limited its chances of supporting this assumption. That
15, as we will attempt to demonstrate, bihngual education wis not a para-
digmatic response to a central body of ideas characterized by a distinct
identity. or a «pecific community sharing and promoting that identuty.

Bilingualism i Educanon

The introduction of bilingual education mto the American pubiic school
cnvironment was seen initially as a major challenge to prevaihing educational

“Copynght « 1981 Adalberto Agusrre. Jr
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practice Its challenge rested primarify tn its conceptualization as an edu-
cational technology necessary tor growth i the public school That this
growth™ was primantly directed ot fonguge minonty children quickly
aroused the public to question its cducational misston (Edwards. 1980) Tt
presence atter o turbulent decade of state. local. and federal support s not
a4 tesiamert « ts abthity to withstand resistence. but to the institutional
logaic pervading public education—personal growth s peither a character-
ihic of nor 1 motivaiing tactos for educational systems The extent of re-
sistence drasn by bilingual education has caused many ot Lervers to identify ‘
it ssmbobically with the Titanic |
4 Despite the tact that o v sull not clear that education s a major deter- |
minmg tactor @ a person s tuture career and soctal class (Blau & Duncan.
1967 Thurow. 1972 Bowles & (antee., 1975), bihingual education was de- |
signed inLaatly 1o s 1s a mechanism for the provision of egual educy-
tonal opportunts 1 e public schools to language mimority children
(Sugarman & Wide s, 1974 Foster. 1976, Roos, 1978) Perhaps the most
signiticant feature m biingial education was the assumption that by en-
hancing the Language minority child’s educational opportunity, a comparable -
leve! of alteraton would oceur in the child’s quatity of hfe However. the
conservative approach towards change that the public school adopted. and
ity dedication to the tatonalization of teaching as an activity, quickly re-
sulted n the nsuse ot bilingual education for the enhancement of a lan-
guage nunory chdd s degree of socwl nequahity A reivew of the Jegul
status ot bihingual educatioe, tor instance, summarizes the issue as
the possble nvidious use of bibingual education to isolate. rather than to
cqualize monorities for segregation purposes. or s use simply to separate
mnotities tor instrwc ional purposes. may muditate agains® the general ac-
ceptance of hilmgual education as o meamngtul statutory right of equal
cducational opportunity under hitle VI (Plastino, 1979 435)
Adding to the confusiwon segarding the educational mession of bilingual
education was the general fact that bilingual education was the result of
fegislative bargaan ag 1t came about without general agreement regarding
a defimition of bilingualism. and #t was assumed that the tederal Bungual
I ducation  Act established an carnest nterest n bilingualism (Roeming.
1971 Tothe (1978 1y deprets the sttuation as “When the Bihingua, Bdu-
catton Act Chtle V1 was Jaunched in 196811 was undertaken largely
a8 an act ot faith (and) there was virtually no research base upon
w hich to build and service the needs of this great educational experiment ™
From its inception then. hilingu J education was not so much a response te
a need. but tather an attempt h structare o need that would serve to legit-
imate (ts presence That it was also done as an act ot fwth within a highly
burcaucratized envronment severly limited sts chances of surviving in an
environment centered around purpospne. rational action
o tacihitate its smmersion into a delicate soctopolitical arena. the ““great
educational experunent  was presented as the creation of o socual order
sensitive to cu'tural plurabism. and a reflecton ot ats national interest in
bilingualism  The assertion that buingual education was a reflection of the
national mterest arotsed immediate cencern n the general public doman,
and mobtlized the publc schoot to imit sts program logie Balingual edu-
cation was then raprdly  transtormed to represent a single. uniform
phenomenon
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Since cuitural pluralism was o principal basis for promoting bilingu.al
education. its scope of application was also quichly reduced to language
minonty children (Fong. 1978) [he advocacy role that language minonity
groups assumed regarding bilingual education. for example. was a principal
means by which these groups intereacted with the social order. but pot vice-
versa As a result, it rapidiv became apparent that whie it might not be in
the natiofial interest to empioy balingual education as 4 means for enhancing
the educational grow th of langu.sge minonty children. 1t was in the natienal
Interest to use hilingual education as a momitor of thewr educational grow th.

I'he hmited applicability of hilingual cducation. in tuin, caused bilingual
education rationales 10 be viewed as somew hat ethnocentric. The necessary
context was thus ereated for hilingual education opponents to argue that
hPilingual educationow a only pistified 1n term of group autonomy. and not
n the natural order of human rights for individuals to equal educational
opportunity - As a sociaizing element in the public schouls, hilingsal edu
cation came to be portrayed as a mechanism for building protectine ethnic
enclaves in the schools As aresult. critics of biingual education were quick
o gocate the bureaucratic support pecessary for the creation of these en-
claves «Thernstrom. 1980 1) The stathng of the Divmion of Bilingual
Lducation by ethnic militants follow ed an adminnsir.tive tadition. Govern-
menat programs aimed at the particular group are often run by 1 litant mem-
bers of that group ™

At this pomt we can make the followang obhservations trom the preceding
discussion As a legislative creation. bilingual educaion waas 4 response to
A Lapudhy expanding soal environment n which the educational inequahty
ot linguage munority children was inCreasing n visthility. As such. bilwgial
cducation was not g paradigmatic response to 4 central kody of ideas and
4 coherent tradition of screntitic research. Though at the time of 1ty emer-
gence 1t drew’ siapport from g variely of academic disarplines Interested in
the study of bilingualism, it was not sufficient to evolve nto o specific
atdience that would provide hilingual education with an independent exis-
tence Foranstance. the Atlempt 1o present tiese disciplines s bemng com-
mutted to hilingual education because « * their interest in bilingualism had
the immediate result of drawing the cniticism that hilingua! education re-
search lacked an autonomous methodology

Secondly. the concern wih the promotian of bihingual education as o
vehicle tor cqual educational vpportumity in the pubhc school was instry-
mental i causing bilingual education tationales to be translated nto terms
ot group autonomy  The most immediate result was that bilingual education
Was oversimphified to represent a single and umtorm phenomenon., clearly
deanfadic and distinct from other forms of education (Lewis. 1977y [ts
IMMErsion into « system of mass public instruction m which few individual
characterctics were taken 1o daccount. created numerous structural ob-
stacles anats mission to serve the individual charactersiics of language
minonty chitdren  [he mamifest mphcation of this dilemma for everyday
hte was that he potheses recarding the function of hilinguat education pro-
duced two compeiing camps Members of one c.mp hy pothesize that bilin-
gual education s necessary tor the social accommodation of cultural
plurdtsm  while those 1n the other hy pothesize that bilingual education s
suthaent for the segmentation of ethnolinguistic groups within o superor-
inate framework of ethme vadues
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Finally. as a legislative braincmild. bifingual education was an insttutional
response 1o another institution’™s needs. The increased visibility of the lan-
guage minority child’s educational inequality was reduced by incorporating
it inte an institutional context. Its institutional incorporation assured that
1t would be reflecuve of an institution’s attempt to deal with an unstable
soctal reality. As a result. bilingual education was directed at the social fact
that language minority children were not part of the school’s soual reality
hecause they were not full corporate members of the institution. Thus, the
presentation of hilingual education as an institutional response to indiv idual
aceds ~ould only function satisfactorly 1t 1t neither reflected change nor
personal growth In the end. bilingual education was destined to be func-
tional 1n the reproduction of i institutioral soctal reality. and net for per-
sonal growth

Mok Sense

In thewr encounters with the real wogld. individuals carry 1n their head o
model of society that allows them to make sense of these encounters. This
model facilitates Making «znse by influencing what the indiv idual looks for
and what 1s to be done with the ohservations  For instance. this proacess of
encounter with the real world 18 summanized by Boulding (1981.94) av’

it stll remains true that at any moment each human individual 15
surrounded by o real world of which the structures in his brain are o part.
and which 1s atfected by these structures in processes that are themselves
part of the real world

In « sense then. individuals hold a general conception for social phenom-
ena they most often come in contact with—some mental picture of how
these phenomena come together and work  In the construction of hife ex-
periences for the individual. this general conception for sucial phenomena
permits the generatibn of interpretations regarding “"new . or frequently
encountered phenomena In this manner. the individual’s coastruction of
soual reality retains a level of coherency  For our purposes in the following
discussion. the term - model” refers to the general image of the main outhne
for some magor phenomenon. including ideas about the nature of the units
involved and the pattern of their relations

A the preceding discussion has already pointed cut. bilingual education
was primanly designed to deal with the increasing level of educational n-
equalty experienced by the language minority <hild 1n the public schools.
As a generdl soctal fact. the increasing level of inequality took the shape of
a magor soctal phenomenon because of 1ts constraining effect on everyday
life In other words. the presence of inequahity made sense. However. the
fatlure of bilingual education to be a paradigmatic response to a body of
tdeas prevented it from assunung a “general image” that would serously
question the assumptions in 4n educational system rooted upon unegua!
relationships  Instead. the search tor a * general image " took the pragmatic
route of developing competing defimtions These dehnitions were not de-
veloped as an attempt to see which one most closely reflected the general
outhine of the phenomenon. instead they hecame a search for substance It
may be that. given the makeshift development of bilingual education. it was
expeced that the detimtion for the phenomenon with which most people
would identity . would become the shared general image of the phenomenon

15
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The general expectation that 4 search tor a defimtion of bihingual educu
ton would produce some statement regarding its general nature guichly ran
into difficulin. Fou example. employing a imited view of the phepomenon.
Saville & Troike (1971.1) defined bilingual education as **. . . an educational
program in which two languages are mediums of instruction ™" In contrast.
the U'S Office of Education produced what it regarded as 4 w-able defi-
mtion of biingual education (Andersson A Bover. 1970.49). “Bilingual ed-
ucation s nstruction 1n two languages and the use of those two longuages
as mediums of instruction for dany part of or all of the school currculum ™
These are probably the most often cited defimtions. or examples. of bilin-
gual education. and they typify what 1s i luded in almost all other defini-
tons ot bilingual e duca*'on—the use of two languages in and for instruction.

However, the Lack of speciticity in the defimtions regarding the interactive
processes of b ngualism i education. resuited in the development of a4
continuum for bilingual education prograins-

1. programs where all classroom instruction 15 1n the second langauge
with the exception of 4 component in mother-tongue skills.

2 programs i which both languages are used in an equal manner for
mnstruction .

3 programs m which cliss oom Instruction s in the mother fongue ard
the target language 1s taught as a subject

An nteresting bachground variable at this stage in the presentation of
bilingual education as a4 continuum was the ensuing debate between advo-
cates for assinudanion and those adv ocating for pluralism  As 4 result. the
preceding contineum took on an ideological form by acquinng the labels of
{1 transfer. (2 enrichment. and (%) maintenance  Had there been greater
cohesion among bilingual education proponents at the time. this ideological
debate would have served an Instrumental purpose in legitmating 11\ pres-
ence Instead. this debate became Instrumental in depicting o state of con-
fuston within bilingual education That is. the debate demy stified the nature
of bilingual education

While the <earch tor defimtion did permit the development of images for
briingual education. 1t was stl fur from the actual need of making sense of
bihingual education On 4 global dimension. the transttion from definttion to
program development predicated that varation between programs would
primarily be tound in the darrangement and combination of components. In
practice. differences between bilingual education programs were to be found
in the arrangement of elements comprisng the program s educational
technology

The most serious 1n heation in the transitton from defimtion to program
development was that program grow th came to be interpreted as additive,
with the goal being to oversee the total number of units thrown together
becanse they conformed 1o 4 common defimtion By comparison. program
growth is not cumulative 1n that each unit. as a series of mcrements. pre-
pares the way for the next Gaven an institutional environment .and its own
demand on constituent units the latter 1s much more likely to alter patterns.
whereas the tormer 18 tunctional 1n pattern maintenance 1t s almost as of
programs were evpected to define themselves and the phenomenon they
were designed to addiess
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fechnolog

In regard to the continuum tor biingual education programs discussed 1n
the preceding pages. one can hst the tollowing cducational technology vari-
ables 1n the application of bilingual education teaching methods (Paulston.
1980 7-14. Ramirez. 1980. Cummins. 1980, Matute-Branchi. 1980, Paz. 1980).

1. The sequancmye of language  For exaaple. Title VI programs
trach mital reading simultaneously in either the two languages or in
the mother tongue first. whereas the Canadian early immersion pro-
grams typically reverse the process and teach mital reading in the
second language

2. Tone allotted tor each language. both in sequencaing and within
the curriculum Title VI programs. tor example. do not defay more
than one year i introduang reading in the second language Gf not
taught simultancousiy)y

3. The refatre emy. sy on the mother tongue In curniculum design
this ts accomplished by including a bicultural dimension to supplement
the bilingual goals

3 leacner etouan ond competency Vanation an this variable oc-
curs i that the teacher may be a member of the same ethme group as
the children. the same teiacher may use both languages ininstruction.,
or the two languages may be represented by « cerutied teacher on the
one hand and by a teacher’s aide on the other

S The lunguage of the surrounding conmmuninn and sts impact on the
bihingual program in the school 1 a vartable that s poorly dealt with
It s readily assumed that the stafhing ot bilingual programs with para-
protessionals from the local community will provide the necessary con-
tinunty hetween home and the school

While many more ¢ducational technology vaniables can be tound to dis-
tinguish between bilingual education programs. the preceding ones are those
most frequently encountered n the literature on bilingual education. and
thuse asserted to be most influential in determiming bilingual education
tesults

These varables. however. are rarely operationahiz+d within a coherent
frameworh As a result. taey do not provide tor an empirically -based feature
analysis of bilingual education models  Studies of bilingual education pro-
gram cftectveness. for example. are not of potential benetit to program
development becaus e the lack of consistency 1n their presentation of edu-
catwonal technology variables prevents the interpretation of results within
the scope hmatations of what 1s being studied I a frequently cited review
of the issues in bilinguat education program effectiveness. Zappert & Crus
£1977) Iist the following as hirutations in the structured comparnison of bilin-
gual education programs

No control for student s socweconomic background
No meastire of the student s imtial language dominance
1 No speattication of teacher quabhications, and teaching materials

1
N
2

P
1

After therr lengthy review, Zappert & Cruz (1977 3) conclude that
the research demonstrates that bilingual education and bilingualism 1m-
proses. or does not in.pede oral language development. reading and wrnting

<f)
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abilities. mathematics and social studies improvement. cogmtine function-
ing. and self image In additon, there s empaical evideiice that bilingual
education programs improve school attendance

A areful Jook at the variables mentioned above. and othery jisted by
Zappert & Cruz (1977). reveals that they are backgrosad ch wracteristcs of
teachers and or students, racher than structwal features of bilingual pro-
grams. This make$ .ense if what one is searching for s an approximation
of what bilinguz! edication Programs consist of. ang not how their func-
tioning capability 1s affected by technology variobles What s possible to
conclude from studies that review bilingual education charactenstics Is that
they fall short of making meaningtul contributons to the field because therwr
tindings cannot be employed to separate bilingual education programs that
do work from those that do notwork As aresul:. the preceding conclusion
reached by Zappert & Cruz i an actual reflection of the state of the art ‘or
bihngual education— 4if programs. whether effective or ineffective. are ac-
ceplable because they are bilingual to some degree.

The man reason for undertaking comparative “tudies 1+ for the discovery
of general lav s, or principles. Following Kuhn « nouon of paradigm. com-
paratine studies are necessary for the exphcation of 4 model trom which
will spring a coherent body of ideas The formulation of these 1de s within
4 coherent framework will also be helpful in predicting PrOgram succese.
Or an diagnosing program weaknesses Given the development of genera
prmciples from a man body of ideas. together with a4 detailed knowledge
of the importance ot relevant variables and ther behavior. greater reason
for contidence n making decisions 1s provided A« we have seen. the lack
ot concept and data comparability 1n bilingual education programs hmts
structured comparison. and prevents the generation of general principles

General Obseryvationy

For all prictical purposes. the attention invested in the 1mital search for
a detimuion of bilingual education was both a snare and a delusion A snare
In the sense that defimtions took the form of rules for a game 1n which the
players-needed order The delusion was created because in order to funcuon
properly. bilingusl education must be set off from geacral education. The
irony 1~ that the imitial basis tor developing bilingual education was 10 aug-
ment the language mmonty Chld « chances ot succeeding in o body of
general education The aim was certamly not to olate the phenomenon.
biingualism. and study ats development independent of a general body of
education  As q result. Inequality was enhanced. and not altered

The transiion trom detimtion to program development was neither based
on a consistent body of data nor on body ot general principles  The lack
of specificity in the elements constituting bilingual education was respon-
sible for not developing contidence tor making decisions that would outhne
the parameters of a general maodel for bilingual education For example. one
result was the development of 4 continuum tor bihingua ! education programs
that was based on a comparison of bilingual relationships—those that exst
between the indiadual and the sys. moof education. and those that exist
hetween groups and the © 4l system of education Coasequently. any pro-
gram with some hint ot bilingualism w.as ncorporated into the generaf body
of bihingual educat.on

2i
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Secondly, 1 this vaiwion, educational technology variables became a
prinapal means tor evaluating bilinguai programs. Howcver. the lach of
consistency in the presentation of these variables. the tailure iv account tor
their interactions within @ conceptual framework. did not permit for the
analysis of program possibihities. For example. the focus s on the study ot
a large number of bilingual education programs because 1t s asstimed that
they are derivatives of an ideal ty pe blueprint. rather than on an examination
of how educational technology variables cluster 1rto difterent programs.
The latter. given the relative level ot indeterminacy between variables. has
the greatest potential tor expheating parameters that are reflectine of a gen
eral mode! or necess iry as guides for model bwilding

Intcrpretations

fwo 1sstes have been emphasized 1n this essay as tundamental tor the
development of o paradigm tor bihngual education First of all. 1t is neces-
wary o develop a model and a methodofogy imited in sco) by the nature
of the phenomenon addressed  The imtial Zependence of biffrgual education
on contnbutions from academic disciphines dong research in bilingualism

- forced it to adopt the assumptions of those disciplines ang to work according

to the models they had deseloped That 15, the emphasis was to see what
could be borrow ed from w hat was already around in the hope that 1t would
make cenae tor bilingual education Consequently. a set of behets umque
te bilingual education did not develop

Secondly. the falure to develop a umgue set of behefs prevented the
development of a consensu« regarding an acceptable frame of reference and
4 terminology for ity expression. As a result. crises in bilingul education
centered around the lach of consistency in research findings. and its flure
to cluster educational technology variables around what made sense and
what Jdid not sn an attempt to factlitate decision making The primary ob-
stacle against decision making 1in bilingual education then became the as-
sertion that av long as they addressed & mimmal tevel of bilingualism then
they were providing a service to the general body of education. At this
pomt. the sercice to children becomes secondary For example. because
bilingual education was a respoise by one nstitution to the needs of an-
other. 1ts utility was evaluated 1n terms of its contribution to. and reflective
of. the mstitutional environment. rather than how 1t interacted with the
constituent umts of the environment.

In addition. the faiture to develop a model for bilingual education was not
supportive of & holistic approach to bilingual education. Instead. the notion
that was developed and supported was that bilingual education was the
aggregation of things similar in nature  This emphasis on similarity was
largely a result of the imtral attempt to borrow from other academic disci-
plines what was assumed would make sense for bilingual education. A latent
comequence of this was that similunity became differentiated by academic
discipline. and concern w as placed on the spectahization of knowledge from
each academic disciphine  As a result, the consutulnt elements for bilingual
education differentiated between and among themselves. and reinforced this
by assuming speciahized functions Thus. bihingual education was not con-
ceptuadized as a system of education. but ruther as a type of education
detinable only 1n terms of the function its components assumed
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The conceptualization of bilingual education as a sysfem of education
would have forced it to inttially abandon the notion that ity development
was dependent on the sum of it parts. The notion was functional for the
maintenance of a stable institutional social reality. By contrast, as a system
‘of education, bilingual education would “ave become highly competitive in
an institutional environment directed at experiencing change and finding a
net purpose for it. Change was, of course, the essence of the reality bilingual
education was designed to address. For example. bilingual education de-
cided to estabhish jts point of departure from general education by empha-
sising differences. rather than pursue these differences by placing them in
a system of education capable of competing within a highly institutional,
and increasingly bureaucratic. environment. In a ciassic study of the Ren-
aissance as an educational achievement, Durkheig (1969) argues that, in
order for people to feel the need to change their educational system, they

old system of education 15 no longer adequate. Following Durkheim's ob-
servation, it was never really clear what bilingual education was addressing,
which 1deas 1t was addressing” that the old system was not. or whether it
Was responding to specific needs. A such, bilingual education nerther re-
flected nor mampulated change.

Stmmary

We have attempted to suggest in thys €ssay what may have been imitial
pomts in the rise of bilingual education that prevented the development of
a paradigm. The failure of bilingual education to arise as a paradigmatic
réesponse to a unique set of beliefs prevented the development of a mod:]
that would generate hypotheses relevant to jts survival within a bureaucratic
environment. Thus. a framework with rules for describing relationships
between bilingual education variables was not developed. and as a result,
validation for programs became unmanageable and ad hoc.

Given its dependence on surrounding academic disciplines, perhaps the
most serious limitation 1n bilingual education was 1ts failure to develop its
Own umique charagter. In the werld of everyday existence. academic dis-
ciphines function as Institutional actors who increase their own chances of
survival by the level of attraction they draw from other institutional actors,
and their abihty toemploy this attraction io create a dependent relationship
An which theg are the superordinate party. A prerequisite then 1n a vearch
for a paradigm s that bilingual education must ground atself in what it 1y
and commit ptself to 1t. In simple terms. it must gain control of iself, and
direct 1ts own action Regarding the larger institutional context within which
1t must compete, bilngual education and ity supporters must heed the advice
offered by Machiavelli n The Discoarses. “He who establishes a dictator-
ship and does not kill Brutus, or he who founds « republic and does not kil
the sons of Brutus, will only reign for a short ume ™
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THE IMPLEMENTATION OF A BILINGUAL INSTRUCTION MODEL:
/4 THE NEW CONCURRENT APPROACH

: Rodolfo Jacobson A
University of Texas at San Antonio

INTRODUCTION

The professional hterature (Andersson and Boyer. 1970, Cordasco. 1970
Gaarder. 1975: U.S. Commussion on Cwvil Rights. 1975) has sporadically
made reference to a bilingual approach in which the teacher switches from
one 10 the other language as she teaches the bilingual child. This approach.
known as the concurrent approach. s described in rather vague terms (An-
dersson and Boyer. 1970.100). and no research on the effectiveness of the
appro.ach has ever been ronducted It is therefore no surprise that most
tilingual spectalists and teachers hold reservations in regard to the useful-
ness of the approach. The random_ switching practices. often withimv the
same sentence. were felt to lead to confusion as the child 1s developing his
second language skills. However. the term. concurrent approach. was used
in several Title VII basic program proposals in order to ideatify the instruc-
tional method to be used n the program. This led. at least in one instance.
to a thorough investigation of what this approach. or a modified version
thereof. might accomplish.

It 15 the objective of the present paper to describe the author’s work dene
with federal support in a South Texas school district. the United Indeg sn-
dent School District of Laredo. Texas—work that has allowed the investi-
gator to define the approach and to describe its methodology. When funding
was no longer available. the work was continued at the University of Texas
at San Antomo and its results have been presented at conferences here and
abroad After five years of research. the model has now been sufficiently
refined to permit us to specify and to descnibe the components of this new
concurrent approach.

WORKING WITH A 'K Tg) 3 BILINGUAL PROGRAM IN LARE. 9

The Unmited Independent Schoel District. Laredo. Texas was funded in
1974 to implement a Title VI Bilingual Education Program from grades K
to 3. To complement the results of the formal evaluation design. the district
utshized the services of external consultants-evaluators. In ity proposal re-
questing federal funding for a K-3 bilingual program. the district stated the
following: , ]

The United District’s lingua! program will be externally evaluated on
a pre and post basts by external consultants. They will evaluate the

14 ,
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project n early fall and late spri.£ by observing. inquning, and ana-
lyzing the 1otal scope of the program. The extent of thewr evaluation
will focus on 2bserving the program in operauon. interviewing stu-
dents. conducting conterences ‘with the Title VII staff, providing
feedback on ways of Improving the program’s deficiencies. They will
submait 1o the Prmeclfireclor and administration a written critique on
their observations andt recommendations. (1977.118)

The author served in the capacity of external evaluator from 1975 until
1979, when the funding was discontinued The general objective of the
project was to implement an action research project whereby different bi-
lingual instruction models would be tested. At the same time the project
was defined as a éuasn-longnludmal study “to determine the effects of the
concurrent approach treatment, that 1s, the teaching of content through the
concurrent use of English and Spanish. on the achievement of these stu-
dents " The school district hypothesized that:

Thoss students who are taught all subject areas bilingualiy through t*=
concurrent approach will achieve significantly higher in Reading. Lan-
guage. and Math than a comparison group of students who are taught
through the traditional English school curriculum.

The mention of the concurrent approach here was mtriguing and 1n his
capacity as a consultant-evaluator. the author set out to investigate the
knowledge that educators had with respect to tne nature of concurrent
language nstruction Neither in the school district nor elsewhere, including
the professional hiterature. was there any clear notion 1n this regard. In its
absence, he started to pose questions as to what the district wanted to see
daccomphshed and how they might proceed to define such an approach or.
at least, to wWentify some of it outstandng features. Quertes of this nature
led ulumately to the formulation of an approach in which two languages are
being used concurrer.dy as media of 1nstruction ‘

~
[l

THE OLD AND THE NEW VERSION(S)
OF THE “ONCURRENT APPROACH

The 1dea of using the bilingual's two languages as medra of tnstruction 15
not a new one It draws 8n two basic facts, Switching back and forth
between the two_languages of a community 15 common practice among
bilinguals. and the teacher who employs such a strategy merely does what
she s familiar with when she interacts informally in her community. The
switching also serves the-purpose of assisting the bilingual child in compre-
hending the subject matter of the class, The topic taught in English becomes
clear to. say, the Spanish-speaking child. as the teacher expfains the subject
also 1 s stronger language. Equally familiar to everyone is the opposition
by teachers and education speciahists to this kind of language alternation 1n
the classroom Bruce Gaarder (1978 37) argues 1n this respect that

A disastrous compromise 1 possible rapid switching by the teacher
from one language 1o the other | have seen this done continuously 1n
projects in South Texas The conclusion there was that the miraculous
language tearning of whien young children are (apable was not taking

]
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place. for the pupils had but to wait a tew seconds to receive the same
message in theirr own tongue

A somewhat weakened objection 1s found in Ardersson and Boyer
(1970:100) who simply emphasize the reservation h-.id by many in this re-
gard Although no,actual description of concurrent teaching 1s provided
anywherg, three features seem (o be present 1n all the earhier forms of the
concurrent dpproach (1) the randomness of the alternation, (2) the syntactic
nature of the switches and (3} the use of transkation  As for the first, there
seems 1o be nu clear pattern why the teacher would switch to the child s
native language other than to ensure that the child understand the lesson
The randomness of the switch prevents any control of when and where 1n
the teacher’s discourse the switch will occur. so she may begin a sentence
in’ PAghish and comiplete 1t in Spanish or vice-versa or she may switch at
sentence boundaries Intrase *ntral codeswitching may be partcularly
risky for the chidd who 1s sull in the language developmental stage

Finally. the concurrent translation approach as used by some bilingual
teachers 1 Caliform~ (Christina Bratt-Paulston. 1980 personal conversa-
-tion) establishes for the children a pattern whereby they can avoud all second
language learn:ng by only following the teacher’s explanations 1n their first
language and disregard the tcaching in the second language altogether. This
consecutive interpretation strategy 1s frequently used at conferences or 1n
courtrooms where there 1s no ntent 1o1 the speaker of one language to

Iy learn the other. but this does rot lend itself as a strategy of instruction in
the public school In conclusion, the res~ivations held 1n regard 10 the old
version(s) of the concurrent approach seem to be well taken

The principle of concurrent teaching. on the other hand. 1 valid as it
reflects the dwsyncracy of the bilingual who, at all umes. utihizes both
languages of his repertowre. However. to make 1t work as a teaching strategy
requires that one re-examine how the two languages can complement one
another and what strategy 15 sociohinguistically. phychologically and edu-
cationally sound to yustfy therr presence in the nstructional process.

The new concurrent approach. shenceforth the NCA method. resulted
from the author's desipe to bring together the child’s two languages 1 a way
that would further the latter’s language development and. at the same ume.
lead to satisfactory school performance  To accomplish this objective. he

“ had to address several 1ssues

1 the extent Yo which the native language must he developed in order to
succeed 1n learming 4 second ianguage.
the extent to which the home language should be used 1n school to
‘develop a positive attitude toward 1t
1 the extent to which first language maintenance 1n the pnmary grades
would not intertere with the transiton to knghsh in post-primary
education,
. 4. the extent to which the use of both langaages would lead to an under-
standing of the bilingual tunctioming of some sectors of our society.
o § the cxtent to which,pchool subjects could be learned through two
language media

(B~

These 1ssues are all addressed in the tollowing sections that represdnt the
theoretical bases of the NCA method

LRI 28
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The Cluld Language Repertowre

The child *a a bilingual program brings to his school nagve proficiency
in one language and different degrees of know ledge n a second language.
The child’s vernacular. usgally Spanssh. 18 a regional variety of the language
that he has learned i his home and his neighborhood for many years. As
any normal child. he has learned this variety well and can communicate
it comfortably. He 1s also aware of the fact that there 15 another language
in his community. English. He notices that this latter fan, sage 1 spoken by
most people in his school and he may wonuer. from his first school day on.
how unportant it s for him (o learn to speak 1t well just hike the people
around him It s his teacher's role to help him acquire a healthy outiook
dat the presence of these wo languages 1n his life.

In the NCA method it s crucial that the teacher stress. more through
action than through words. the equal prestige of the two languages as well
s the functional distribution of each. The child thus acquires a feeling for
the appropriateness of either code and learns to funcuon accordingly He
may even acquire a feeling for the dppropriateness of switching from one
variety to the other under certain circumstances The notion of equal pres-
tige of the two lunguages 15 furthermore the basis for his willingness to
conunue using Spamish while he s acquinng Enghsh. As 1or Spanish. he
realizes that varations occur n it and that his teacher says many things
differently and wants him to say them at school just hike <he says them.
Thus. not only the acquisition of Englhish begins 1n early schooling but also
the awareness for the ‘mportance ot a nonvernacular variety of Spamish.

Lanzuage and the School Currie wlum

The importance of distingusshing between first lafiguage and secoad lan-
BUage mstruction is a familiar noton  This distinction comes to occupy an
espectally significant place 1n a program where L, and L, are developed
simultancously. Whereas 1 nagve language instruction the teacher secks
to strengthen and to expand a system that 18 in ats rudimentary form already
there. i second language instruction she creates. except for the language
universal features. o new system The advances 1in the methodology of sec-
ond language acquistion have not always been accompanied by advances
in hrst language learning methodology 1t 1s this latter learming process that
holds particular importance for the implemertation of the NCA method

The development of native language skills 18 jusufiable on wo grounds-
a4 psycholinguistic and an affective one A Jra Cummuns (1979, 1980) has
show n. a language learner must reach the threshold level in his first language
to succeed in acquiring o second language 1t s our contention here that
this does not necessarly have to be a consecutive process but that the
threshold level can also be reached in the first language as the second lan-
Buage 1+ oeng acquired as long as sufficient time 1 provided to develop the
native fanguage systematically The bhalanced dual ianguage use not only
provides this time but also helps us pursue simultaneously the affective
gual. that of estabishing the equality of prestige of the two linguares In
allowing equal time tor Spanish and Englhish. the teacher tells the chitd that
ctther language may serve as an eflective communication tool I'his notion
i~ lurther strengthened by the tact that the teacher herselt <crves as a model
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of bilingual behavior when she uhzes both languages. not only as a class-
soom techmique, but also as a general strategy of verbal interaction
Language development in either language 15 a continous process 10 ihe
bilingual program Even though times are set aside for the teacher to teach
tanguage arts, the fanguage development does not stop there There 15 also
a covert development while the teacher teaches content The NCA method
contributes most effectively io this ty pe of language development because
the teacher has become more sensitive to the child’s actua! language needs

The Teacher and her Class A Soca! Sutaation

Let us briefly examine tue roles of the teacher and her class 1n a soco-
linguistic perspective  In this context. the class shall be considered a social
stuation 1 whach tie *eacher and her students partake as co-participants
The role relationship between teacher and children 1y clearly defined and
any volation of the agreed-upon roles would bring about—in Fishman’s
(1972 44-50) terms—an incongruent situation  The teacher. however. is not
merely i participant in the situation but akso an analyst thereof. The out-
come of her analysis will tell her what to do next She will idenufy certan
agnals or cues, some of which are hinguistic 1n sature. and others educa-
tronal or soctal. and these promote actions that are triggered in her class-
room by such cues. In other words. the teacher 15 not teaching a lesson
removed from the social realties of her group but she adjusts her teaching
to these reahities at ¢ 2ry instance This s particularly true for a class taught
through the NCA method because the teacher responds there to a set of
cues that trigger the language alternation. Every language «w itch must how-
ever achieve a pedagogically sound objective. In other words, 1t 1s not
wwitching for switching’s wake but rather switching for a clearly definable
purpose  The children. 1n turn. view their teacher’s language switch as a
h&nl 1o follow. that 1s. an instruction for them to do the same By learning
tfie rules of the game. they develop ‘an awareness for and experience 1n the
interactional norms that characterize the verbal behavior of any bilingual
person

The Content Lesson

L.anguage switching occurs in the NCA method only 1n the teaching of
content The oyert language development components of a bilingual pro-
gram are monolingual activities English-as-a-second-language lessons are
taught in Eaglish only and Spanish-language lessons. 1n Spanish only School
subjects other than language arts utihize concurrent teaching techmques 1n
which the teacher shifts smyothly from one language to the other as the
fesson 1s carried on This alternation enablesthe teacher jomntly to develop
the bilingual child’s two languages without seopardizing his school progress
Thus. concepts are formed or remnforced n both languages. the lexicon 1
expanded and many other meamingful activities go on in both languages
simultancousiy In other words, the conceptual remnforcement v accom-
panied by vocabulary-buillding techniques as words are necessary to show
that a given concept 1s understood  Concept formation and lexical reinforce-
ment or expansion are theretore two powerful cues to which the teacher
responds by switching to the other language However as she switches. she
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avouds translating her earhier discourse 1n L, but instead reinforces the con-
cept by elatorating on 1t in L,. The continuity of a lesson must not be
interrupted under any circumstances. As a matter of fact. the resourceful
bilingual tezcher is switching so smoctbly from one to the Other language
that an average hstener would barely reztize that the medium of commu-
nication has changed. This smoothness of the switching event is therefore
crucial for the continuity of the lesson and it may take some special training
on the part of the teacher to develop this particular expertise.

The teacher’s language switch is intended as a hint for the child to follow
her example (see above). If he is reluctant to do so the teacher-student role
relationship would invert and the child would instead induce the teacher'to
retura to che language used before. Again. special training is necessary to
guide thz child in his language choice. On the other hand. the teacher’s
reluctance to accept the child's code should never lend itself to the inter-
pretation by the child that his answer was wrong, eg:

T (Quien desciit~y America’
S,. Chnstopher Columbus

T, Quien? Maria”?

S.: C  tobal Colon

T. Muy been. Maria

S, That's what |+ {.

This could be handled-better in the following way .

T (Quien descubrio America”

R S,: Chnistopher Columbus.
o~ * T Thatis correct Cristobal Colon descubrio America
. S. Y vino en un barco grande

T* S1. vino en el Santamaria.

Most important. however. 15 the purposefulness of the switch A language
switch inust come as a response to a cue and implementing 1it. the teacher
must be aware of the pedagogical objective that she pursues Table 1 Nhists
the cues to which the teacher reacts when she initrates the switch. Her
cxpectation 1s that the chddren will follow her language choice decision If

FABLE 1|

System of Cues

b Clussroom Strategies 2 Curnculum
a Conceptual reinforcement a. Language appropriateness
b Review b Topic
¢ Capturing of attention ¢ Text
d Praise Reprimand
Y Language Deselopment 4 Iterpersonal Relationshup
& Variable language dominance a Intimacy Formality
b Levacal ennichment b Courtesy
¢ Iranslatability ¢ Free Choice
d. Fatigue
e Self-awarencs<
f Rapport

ERIC 31

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

20 Bilmgual Educaton lechinology

they do not. she must be resourcetul enyugh to bring about the switch at
a later time.

Although the cues. concept formatior and levical enrichment . have been
mentwned above and a4 more detatled reatment of the cne-response tech-
nigie follows in the section on professional traimng. one further example
may be i order here. Topic . a cue pertaining to the curricidum . stresses the
appropriateness of a given language 1n the teaching of a specific toprc. As
the teacher discusses two distinct events of American history. the discovery
of America and the arrnal of the Pilgaims. she realizes that one is a ty pically
Hispanic experience. whereas the other 1s a typically Anglo-American one.
When she switches from one topic to the next. she may also switch the
codes. hznce. Spanish may appeal to her as more appropriate when tatking
aboui the former and Enghsh. when talking avouat the latter. The following
transcription of a recordea lesson taught at Clark Elementary School. Lar-
edo United | S.D . illustrates the point

[ Who began Thanksgiving’

S Christopher Columbus.

I Fmpecernos con Chirnstopher Colionbis? (Cristobal Colon des-

cubrio que’

America

Y luego’ Who came to America on a big ship?

The Mayflower

Who came on the Mayflocer?

Christopher Columbus

No. he came on another one Who ¢came on the Masflower’
H)

The who'

The Palgrims

The Pigrims came on the Mayflower

(Grade K)

lo summanze. the change 1n topic may trigger o change in code f there
Is. sav. a cultural justification to associate one language with the tirst topic
and the other langugge with the second Responses to other cues can be
wstitied 1n similar tashion making 1t possible to conduct the content classes
like math. science. social studies and others in both languages concurrently
ollowing to each approvimately S0 peicent of the class time.

STAFF DEVELOPMENI

[ he s mplementation of an approach hike the NCA method that C.lplldll;e\
on the conscious mampulation of the teacher s language resources requires
of the teacher the ability to detach herself from the teaching task and self-
monitor her pertormance  In other words, as she teaches, she must make
a4 number of deusions as 1o the cue that she wishes to respond to, the
language that she wishes 10 use 1 response to that cue, the reaction to her
language switch that skie aishes the child to manifest. the strategy to “ise
if the child has tailed to follow her hint to switch. and so forth. The dehb-
erate use of faculties that normatly are mtutive requires professional train-
ing that differs somewhat from conventiona! teecher education methods
courses or im-service worhshops s theretore the purpose of this section
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to describe the staff development required for the NCA method on the basis
of five basic components. (a) the language attitudinal training. (b) the self-
consciousness of language behavior training. (¢) the cue-response training.
(d) the lesson planning traiming and (e) the lesson implementation training.

The Language Atntudinal Training

Let us assume that the teachers selected to implement the NCA method
are proficient in both the majority language and the home language of then
students. The atutude of these teachers toward both languages should be
one of equal prestige. although they should recognize that the two languages
are distrib-ited functionally in different ways and that there is regional and
social variz tion in the speech of their studznts. This is especially important
in relation to the minoniy language. Teachers should view the students’
achievement of Enghsh language proficiency as a most important goal but
always in conjunction with the development of the children’s native language
by encouraging its use and building upon the resources the children already
have. As for the children’s verbal behavior, the objective should be balanced
dual language use. To promote this atmosphere of bilinguality, teachers
siould model bilingual behavior. not only in the classroom, but at all imes
(sec above). As children imitate therr teachers’ behavior in SO many ways.
bilingual behavior can be emulated effectively in this way. too.

Not every teacher may be ready to function in a totally bilingual atmo-
sphere, but the professional traming she is undergoing will help her promote
a psychological climate that is appropriate for the children to develop both
languages .imultaneously. Through the acceptance of the home language.
the teacher will achieve the motivation necessary for the acquisition or Eng-
lish. Proficiency in both languages will ulumately lead to the acceptance of
English alone as a medium of instruction during the post-primary years. By
the same token. he. or his family for him. can wdentify means in the brouder
community in order to use and expand further the first language <kills de-
veloped duning his early schooling.

Self-conscisness of Language Behasior Iraming

The teacher must now seek to become self-conscious about her vertal
hehavior. so that she can know exactly when and why she should switch
from one to the other language. This self-observation 1s referred to as s Jf-
Mmonitorng . and becomes an important. part of the teacher’s tranine. Its
objectives are. first of all. to keep an accurate record of the time spent in
either language. Teachers often deveive themselves in this respec., since a
‘eacher stays longer in the language in which she feels more secure. By
recording her own lesson, playing the recording back and measuring the
time spent in each language the teacher identifies the exact tume ratio of
either ianguage in order to increase ur decrease its use accordingly.

1t 1s not only the overall tme that should require her attention but alvo
the tme spent in each switching event. Too little ume n one language
almost becomes an instance of intrasentential codeswitching. a strategy
that one wants to avoid here Furthermore. the brevity of the switching
cvent fails to reveal the grammatical structure of the language and lacks
therefore in didactic value Excessive time i one language. on the other
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hand. indicates that the teacher has disregarded the cues and has not ad-
dressed herself to the actual educationdl or hinguistic or social needs of her
students. Again. audiotaping and replaying also serve here the purpose of
self-monitoring. so that the teacher may develop an ntuition for the opti-
mum length of a switching event The third objective of self-monitoring 1+
to provide the rationahzation for the switch. The teacher must know each
time that a swidch occurs why g language alternation 15 appropriate here
and what specific objective 1s ichieved by conducting the class 111 English
and not in Spanish or vice versa This aspect of the traming « closely
related to cue-response traimag (see below). since the rationahzation s
based on the wdentification of the situational cue and the corresponding
respanse tot.

For the purpose of clarification the following example may be appropriate:

A child has frequently shown difficuities in rendering in L, what he has
heard 1 L., The pertinent cue is translatabilin and the teacher. in re-
spons : to that cue. ashs the child to reinterpret her words to a Spanssh-
dominant student

I Tomorrow. we will see that the seed has grown. Now when we
add water to a seed. what happers to i’
It cracks
Right 1t ccachs  And what comes out of the seed’
Ihe stem .
very good Por quésno le dices a Jualt lo que acabas de
decirme’
S Cuando le echamos agua a fa semilla. ella se revienta y sale el

tallo

—_——-

Ciec -response Traiming

Before the teacher can rationalize each lunguage switch. she must famil-
wrize herselt with the system of cues as hsted above (see Table 1) Sixteen
cues are distributed there unevenly over four socioeducational areas. One
such area. clussroom strategies . consists of the cues concept formanor,
review. attentton capturing and prane or reprimand. When any one of these
cues s adentitied. the teacher switches fram the language in which she 1s
teaching to the bilingual’s othes language. The smoothness of the transition
as she switches languages mu t not nterfere with the continuity of the
lesson and the reasoming that she may offer to ustity the switch could be
as follows

1 the need for concept davddepment in 1. hence. the switch from 1; to
1,

2 the use ot |, tor the review as the lesson had previously been taught
i 1., hence. the switchfrom 1 ,to 1,

3 the switch o L,an caprurig the attennon of those who were dis-
tracted. hence. the switch from L, to [,

4 the need tor immediate prae (or reprimand), che switch to I, serves
here the purpose of separating the teacher s assessment of the child’s
performance from the remainder of the lesson. hence. the switch from
.l

1
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Simiar justifications apply for the cues of the other areas. curricudum .
lunguage development and mterpersonal relanony Ratwnahzations for the
switch in response to the remamder of the cues may take the following

forms
1.

2

13

the use of L., reflects the criterion of language appropriatenesy as L,
was found not to be the proper code 10 use: hence. the switch from
I.,toL.

- the use of L, to demonstrate the closer association of that code to

the topic under consideration: hence. the switch from L.toL,

- the choice of L, to discuss the content of the rew written 1n L,

assigned for reading. hence. the switch from L,to L,

the need to provide more practice in L: to a child not proficient
enough in that code. thes is a matter of 1ariahle lanvuage dominanc e
hence. the switch from L, to L,.

the use of L, to ensure levical enrichment . since. without a proper
vocabulary. the subject matter cannot he fully comprehended. hence.
the switch from L. to L,.

the choice of L, to render a concept that has been explamned in L, id
order to promote translatabiliny : hence. the switch from L:toL,
the need to use an mlimate register as a personal matter is being
approached. hence. the switch from L, to L, -

- dS @ courtesy to the non-dominant L, speaker. a switch to L, re-

quired. henca. the switch from L_, to L,

as the child shows fatigue, the teacher seeks to approach him in the
code he 1s most comfortable in. hence. the switch from L:toL,
the need to develop greater self-amarcness. the teacher uses the lan-
guage that the child tries consistently 10 avoid. hence. the switch
fromL.toL,

the use of the most informal register of L; to estabhish rapport with
a child needing personal attention. hence. the switch fromL.,to L,
none of the above but a switch still occurs because of the teacher’s
free chowce

To gan gradual control over language alternation n the sense suggested
above. the teacher undergoes a step-by-step training that beings with the

observation of the NCA method

and ends with the implementation—more

exactly. the reimplementation—of her own lesson.

A
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Ohservation the teacher observes the NCA method 1n action by view
ing videotaped demonstration lessons i audiotaped recordings of
such lessons.

Dhanseniprions the teacher tianscribes those portions of NCA lessons
where switching occurs by following this sequence the senfence he-
fore the switch— :he sentence showmg that a switch has occurred—
the sentence after the switch.

Codmg  the teacher analyzes the switches in the trar.scriptions by
suggesting the cues that were instrumental 1n triggering the switch.
Following the number-letter convention in Table 1. the teacher 1den-
thes a resporse to a cue as la (concept formation). 2b (topic;. ¢
(translatability ). and so forth

Plannmg  the teacher plans her lesson 1n advance by wniting out the
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anticipated teacher-student verbal interactions (see below)

E. Implementation: the teacher actually teaches the proposed lesson but
mdkes certain adjustments n light of the children’s actual perfor-
mances. This lesson demonstration 1s videotaped for training purposes.

F. Sclf-Evaluation- the teacher views her taped lesson and critiques it 1n
light of all the relevant variavles, such as. time. cues. own responses,
children’s responses. leadership in switching, smoothness of switches.
lesson continuity. etc. '

G. Re-implemantation. the teacher teaches the same lesson a second time
and trnies to correct any shortcomings that she observed before. The
taping 15 now critiqued by peers and or trainer

Lesson Planmng Tramung

After the lesson content 1s selected and the same 1s found appropriate for
the grade level for which 1t 1s intended. the teacher writes out the lesson in
only one language The monclingual lesson plan shall contain the actual
words that she intends to use as well as the answers that she hopes to
iecene from her students As she reexamines the lesson plun, she earmarks
parts of the lesson for language alternation on the basis of the cues that are
likely to emerge. Finally she rewrites the lesson plan as a tripartste plan,
that 1s. she places the English portion of the proposed lesson at the extreme
left and the Spanish portion at the extreme right. The middle column serves
the purpose of rationalizing the switch-or simply listing the cue-response
number-letter sequence. Table 218 part of a sample of a lesson plan that the
teacher follows as she implements the planned lesson

Lesson Implementation Trainng

This portion of the training 1s by now self-explanatory The teacher im-
plements her lesson plan but adjusts it to the children’s performance as
needed After the self-observation and self-critiguing of her videotaped les-
son. mentioned above. the teacher identifies her successful and unsuccessful
strategies witn special emphas's on the techniques meani to bring about the
language switch. She addresses therefore the following questions:

1 Was it necessary to label the language in order to accomphish the
switching”

Which indirect procedures were successful in producing the switch?
What v -~ the general pattern of verbal interaction between teacher
and students as well as between students only:

tJ

Her answers to these guestions may still indicate that additiona) clanfica-
tions are 1n order Problem areas of this nature are important to address so
that the teacher feels comfortable 1n he use of the NCA method.

Problem Areas

The teacher who seeks to implement any new instructional method s
first overcome by the number of distinct features that she must incorporate
in her lesson How can she oossibly remember them all” After some wav-
ering. they fali into place and the method hecomes second nature to her.
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TABLE 2 -
2 .. T: Do yo. remember what ° ,
. we have.been learning
about air?
Robert, what have we
L earned about air and
’ T -+ weight?
Sy . .. that air has weight.
.- . T. Very good. Isela, what
. . - have we learned about
-air and space? - ..
- ) . Sz ... that air takes up '
space. - -
T (Se acuerdan del ex- °Review T: Vety good. el

perimento que hicimos
el otro dia_con el vaso

y la toallita de papel? .
T: Lorenzo, me puedes - .-

decir lo que hicimos?

S Pusimos una toallita en
un vaso y no se mojé el
papel. . Conceptuai -

. T: Muy bien. Lorenzo. Reenforcement T: Who can tell me now
why the paper Jidn't -

get wet? |
S .. because the air in - b
) . »the gup didn't let the
T- Muy bien, Laura, Tu <1 , Praise water'in.

pusiste atencion. El pa-

pel no se moyo porque

el aire ocupa espacio o

lugar en el vaso y no

permite que entre el

agua Text T Now, I want you to turn
to page 18—a one and
an eight—Here you will
see another experiment.

The NCA method 1s h-rdly different from other methods in this sense. The
language attitudinal perspective, the awareness of situational cues, the lan-
guage ‘switch response. the self-monitoring.—they all become natural and
thus easy to handle. And yet, some questions may still linger on and the
following inventory of problemn areas, each one followed by a brief com-
ment, <uggests that the creative bilingual teacher carries in her own mind
the answers to these guestions. The method teacher can do little more than
alert the teacher te the issues that must be resolved according to the cir-
cumstances of each individual situation.

Appropriateness of use. The NCA method is appropriate whenever con-
tent recewves primary attention over form. The internal structure of the
leswon content may vary however depending on the individual school subject .

~ >
3 [ '°- *
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10 be taught No systematic studies have been made so far to, LhdrdLlCTIIC
the switching strategies that lend themselves to. say. soctalstudies but not
tg math Smce dncrete tasks are more common tn math than they are 1n
social studies, 1t appears that the “equence of switching events 1n the former
tends to he more mechanical than in the latter. In other words. the teacher
may wish 1o alternate languages as she nills different math problems. whereas
8 sqenal studies. she 1s more conscious of topical of conceptual develop-
ments and their imphcation for language switches

Swatching and translation The switching from one to the other language
15 @ pervasne strategy throughout the method.’whereas translation is not.
However the latter does occhr @ fesponse 1o the cue tramslatabiin (see |
above) The smayor difference between the two notions 15 seen 1n the {freat-
ment of the medsage conveyed, Inswitching. two différent messages oceur,
cach one 1n a different language . in translations. the same* message 15 ren-
dered first 1n one language then in the other

.

: Switching Translation
I Does the circle have corners ? T Does the circle have corners’
S No Tune esquinas el urgulu
T Where do we find corners? S Nn
s T Does the square have corners’®
T  Tiene esquinas t.l cuadido” s - e .

S Elcuadrids tiene cuatro esgiunas , T /4 Tiene esquuﬁaz el cuadrado”

fime factor It seemy'to be particularly dificult™or the teacher dominant
In one language to assess accurately the time that she actually stays in her
weaker language She tends to use it less and yet believes that she has used
it as often as the stronger language. Clpgcking herself as she teaches 1s
obviousty not feasible but by recording her lesson. she can easily keep track
of the time factor. She eventually acquires a more accurate notion of her
language use and.can discontinue the time verification process The timing
of language usc. however. differy somewhat fmm self-monitoring. This latter
self-assessment attempts to ensure that each language segment. her own as
well as the child's, 1s long enough to display the structural and lexical
cohesiveness of the language used. Unless this cohesiveness s achieved.
proficiency in the language cannot be demonstrated.

Class talk Class observations tend to show that teachers talk in excess
and children te. not talk sufficiently Teachers seem to use the class setting
as a means to display their teaching ability. whereas the setting should serve
to Jemonstrate the children’s ability to learn. This 1s even more true ‘avhen
proficiency n o languages must be acquired. Assessing the extent of
children’s walk adds therefore another perspective to the mgnitoring process,
If the result 1s unsatisfactory in this respect. the teacher must give some
special thought to decrease her role as talker and increase the children’s
role as active participants

Teaching effort Despite the monitoring duties descia.»d above the teacher
must teach .md the children must learn the subject of instruction The effort
on the teacher s part «eems overwhelming when the NCA method 1s vsed
but only if she 1s not completely famihar with her subject The more sie
masters the subject, the more time she has to- momtor herself and her
children  perform-.nce
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Language whelng. The child's willingness 1o switch languages is the
result of internalization of soctolinguistic rules but not of specific mstruc-
tons by the teachér. Labels like English or Spunisi are better avouded. so
that the child may acquire the feeling when a given language is appyopriate.
Note the difference between the following two techmiques- *

* ]

T. E}"R:o Grande separa los Estados Unidos de México. Now
let’s do the rest of the class in English. Where :s the Mississipp1?
S* In the United States. i
+ T. Have you ever seen that river”’
S. Yes. when | was in New Orleans., .
or . ]
I' El Rio Grande separa los Estados Unidos de Mexico. The,
Mississippr River is another important river
Do you know where that river 14”
S. In the United States. .
T Have you ever seen that river”
S* Yes. when | was in New Orleans

In the first dialog. the child switches to English because ‘the teacher tells
him so. In the second. he simply notes that the teacher's medium of the
instruction has suddenly changed. <o he follo~s her lead. He may”not con’
sciously understand the notion of language appropriatenesy (*"Rio Grande™
as opposed to “"Mississippi,”) but he knows that the rulz is to answer m
the language in which one 15 addressed.

Smooth transition. The absence of a transitional expression. in speaking
as well as in writing. 1s a hurdle to comprehension. By the same token. its
presence facilitates. for the listener or the reader. following the line of
thought In a bilingual setting, it also bridges the gap between the two
Iang/;ages. Note. )

T We can count by five's as we look at the clock Five, ten.

fifteen, twenty, twenty-five. thirty. thirty-five. forty, forty-five,
fifty. fifty-five. sIxty.
'y (repeat counting by fives)
T Ahora, vamos a contar para atras de cinco en cinco empezando
con el numero se<enta. “
¥s: Sesenta. cincuericinco, cincuenta. cuarenticinco. cuarenta,
treinticinco, tranta. veinticinco. veinte, quince. diez. cinco.

S

The continuation of the counting task as well as the transitional word ahora
cpntrbute here to the smoothaess of the transition. so that the children may
bt even realize that a language switch has occurred.

Feeling secure in lunguage use. It 1s quite easy to determi.e a degree of
SFcurity that a bilingual experiences when he speaks either language. The
feeling of secunity is not the result of his language proficiency alone but

s0,a function of his attitude toward that language. The prestige in which

€. not the society as a whele. holds the language in question is reflected
th the way he speaks it. Hence. the prestige factor becomes the key for the
teacher in order to communicate effectively in the child's home language.
The prestige. on the other hand. 8rows in proportion with its use. indepen-
dently as well as comparatively speaking Thus. the weakar language must

P
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become equaily strong 1n order to compete successfully with the alternate
language.

The monolmgual teacher Ananteresting experiment conducted in one of
the NCA workshops for the | aredo United Independent School District
has shown the feusib:hty of this method through a team-teachirig effort.
The bilingual and the monolingual teacher. the latter having only receptive
Spansh<anguage <kills. can function logether as a smgle entity such¢that
the Spanish-language portion of the class’is taught by the bilingual and " the
Enghsh portion by the monolingual teacher. Hai p¥save knowledge of the
Spanish language allows the monolingual teacher to know what transpires
in the class and when it is appropniate for her to continue in English. The
advantages are affective as well gs language developmental. The close and
effective rel.monshnp between .fgmjomy and a minority person i1s most
meaningful for the child for his bicultural development On the other hand.,
the exposire to the English spoken by & monoliggual allows the child to
draw his own conclusions about language variation. monolingual as opposed
10 bilingual behavior_ societal structure and many other related issues.

Over-implementaton. The use of NCA method during the language de-
velopment component of the program is the result of excessive enthusiasm
about the approach and may lead to confusion concerning the grammatical
structures or the lexica of the two languages Here. the melhod 15 over-
implcmented and caution must be taken to separate the 18nguages more
rigorously. On the other hand. 1f. within the ESL or the Spamsh language
arts component. activities are performed or discussions are conducted that
go bevond the actual language development. some switching may be appro-
priste. The author has observed an excellent English language class in which
the teacher develpped concurrently the wnting of book reports in English
and Spanish This activity fell into the time bracket of the ESL clgss but
was obviously an apphcation of language arts to a specific purpose.

Materials  The matenals for classes where the NCA method 15 imple-
mented have not been. 1n the past. any,different from other bilingual ma-
t??znls and 1t has always been the teacher’s responsibility to modify them
aBcording to her needs More research on the NCA method seems to be
necessary to determine whether special materials should be developed Texts
printed n two languages. in the fashion of the bilingual novels printed 1n
Spain and else@ liere. might be an alternative. Then. childrea and teachers
might extract from there whichever language they feel 15 most appropriate
for a specific learning-teaching task.

Vamtenance-transiton .. The imple 1entation .of the NCA method during
the primary yewrs of the child’s education does not conflict with the tran-
sitional policy of the public school system. Obviously. the child cannot
contine participating 1na bilingual program when ilingual education 1s_no
longer avaifable The child. .accordingly. has become proﬁcnenl in the Eng-
| sh language. that is. he has been < mainstreamed” by grade 4 or S or
whichever the grade level of termination of Mlingudal instruction may be
The-end of bilimgual instruction 1n the public school system 15 more a po-
htical than an educational decision. If on the other hand. the child desires
to maintain her vernacular 1 outside-the-classroom situations. this 1» a
personal decision that does not affect public schooling * The mainjenance
onientation during the primary years has borne the frnt of bilinguglism as

a side product that makes the child more secure about his mdmludl role ~

In American society

]
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Longitudinal ¢valuation The effectiveness of the NCA method must be
demonstrated 1" -ough a multi-year implementation of the approach and a
carefully designed eviluation of this method 1n light of the obtained results.
If children become proficient in the English language during their primary
years of public education. as this 15 here predicted. and have deveJoped into
well-adjusted youngsters who can function successfully in an only-English
classroom. then the approact has been successful. The retention of their _
vernacular and the development of a nonvernacular version tnereof ts an
addiggonal asset for them that in no wuy shertchanges the main objective of
pubficly funded bilingual education. that of the acquisition of English Jan-
guage praficiency by limited English language proficiency (LEP) children
belonging to our ethnic minority populations.

CONCLUSION

It has been the ohjective of the present paper to provide a detailed de-
scription of the NCA method with special emphasis on methodologcal is-
sues and the teacher ining persr- 've The broader use of the method
holds a great promise for a more r.ifective preparation of the bilingual child,
since 1t incerporates sound linguistic, psychological and educational prin-
ciples the -wil! allow the child to adjust to the broader situation of his
adolescent life. that of the functional distribution of his two languages as
he achieves academically in his school. The favorable reaction from bilin-
gual teachers in this region seems to point to the wviability of concurrent
teaching as long as 1t 1s a highly structured and carefully controlied method.
More research however must be conducted. especially in the area of ma-
tertal development in order to assist the teacher ~ore effectively in the
implementation of the method
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TOWARDS THE PRACTICE OF CULTURALLY RELEVANT TEACHING™

Armando Lujan Trujitlo
Univensity of Northern Colorado
Jill M. Zachman
University of Northern Colorado

This paper 15 a bold effor? to apply a number of anthropological concer »
towards improving the teacher-learner process within the context of buin-
gual/multicultural classrooms. The basic thrust of the approach is an at-
tempt to utilize culture process as the primary means of analyzing cultural
dynamics between the teacher and learner. It is hoped that the approach
and strategies developed here will be a useful way to account for the change
and conflict that arise when there 1s interaction between people of diffening
life styles.

Our aim is to recogmze and understand how cultural knowledge changes
from the interactions between teacher and learner, and to attgmpt to utilize
these dynamcs as the basis for devising ethnographic strategies that teach-
ers can use to construct more suitable learning environments for all learnérs.

The central concept to the approach is <ulture as process. This concept
is defined as that knowledge which people (especially students) use (n their
everyday life situations. This definition rests on the anthropological as-
sumption that all human knowledge is cultural.

Our intent, then. is to formulate strategies that will facilitate the uncov-
ening of those cultural cogmtive mappings that are formed during the pro-
cess of individual-socral development. These cultural cognitive mappings
should allow us to gain an insight into the cognitive makeup of the individual

learner. Cognition, according to Cole and Scribner ( 1974), is “"those pro-

cesses by which humankind acquires, transforms. and uses inuformation
about the world.” Using this broad definition of cognition as our guide, we
hope to identify those concgptual patterns within the learner’s cognitive
framework that wili be of importance in teacher-learner interaction. The
conceptual framework for this prociss should provide easy access into the
learner’s personal family and social history: the learner's historical context
can then be used as a network of categories for assessing the cognitive
process. Our goat is to obtain information that will be useful to the teacher
in building a more suitable learning context. This learning context, in turn.
should facilitate the learner's cognitive process of learning how to learn.
We have opted to use the concept of cognitive map as a metaphoric
expression of how to view and explain the cultural knowledge that the
learner and teacher bring into the encounter setting—:he classroom. The
concept of cognitive map. along with the concepts of culture system. cog-

*Copynght € 1981 Armando Lujan Trusllo. Jil M Zachman
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mtive learning style, equivalence. transaction, agenda, and cultural scene.
form the thrust of our theoretical framework. The definitions of these con-
cepts are as follows: :

Cognitive Mup—RepreSents the cultural categories or donains that com-
prise a persom’s cognitive framework. This framework serves to classify the
shared sociocultural knowledge of the individual.

Cudture System—Refers to a group of persons (actors) who come together
and interact according to defined rules. roles., and outcomes. This implies
a body of shared knowledee tiiat allows the system to function.

Cognutive Learning Style—The primary mode through which individuals
learn, classify, and interpret information. Learning styles have a direct re-
lationship to socialization/enculturation practices.

Equvalence—The property of human interaction that allows for suc-
cessful outcomes when two persons interact. It can also be said that cog-
nitive categories or their particular attnibutes have an equivalent meaning or
value. .

Transaction—The process by which cognitive maps may change in an
encounter or series of encour’ers: three aspects are involved in the trans-
action process: (1) the forms of communication. (2) the kind of cognitive
change, and (3) the direction of that change (Gearing, 1976).

Agendu—That particular aspect of a person’s cognitive map that enables
an individual to make existential decisions in an encounter situation. Gear-
ing (1976) refers to this aspect as the ““dimension of personal
operationzlization.™

Culture Scene—Thought of as a region or area of an individual's larger
cumplex cognitive map: it 1s the knowledge that actors employ in a social
situation and is thus subject to observation (Spradley & McCurdy. 1972).

The organizational plan of this paper falls into three major areas’ (1)
theorgtical construct. (2) teacher-learner model. and (3) application of the-
ory. The first section will discuss in greater detail the concepts and theory
that make up the culturally relevant teaching approach. The second section
will focus on the formulation of an implementable teache:-learner model
based on the theory .1 the first section. The third section will discuss the
apphication of the theory and the teacher-learner model within an actual
bilingual classroom setting.

THEORETICAL CONSTRUCT
Culture Svstem

Our first approach 18 to expand our basic understanding of he process
of cultural transmission as 1t relates to the teacher-learner interaction As
our starting pomnt. we will consider the school and the classroom setting as
4 culture system. The larger community, outside the school setting. is alvo
composed of different culture systems. By defimition. then. a culture system
refers to a group of human beings that come together and interact according
te defined rules. roles. and outcomes

George Spindler (1974) sces the culture system operating as long as ac-
ceptable behaviors produce predictable and desirable results. and unac-
ceptable  behaviors produce predictable and undesirable results. This
predictability 1n behavior 1s possible because the culture system is built on

13
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and rehes upon instrumental linkages. These instrumental hinkages consist
of relationships between the activities and goals of the culture system and
are systematized and interrelated The culwure belief systems. such as an
educational tnstitution and 1ts processes. help to support the credibility of
these hinkages. According to Spindler (1974). the culture system funcuons
on the transmission of these linkages: what the instrumental linkages are.
how they work. why some function for individuals in certain relationships
and not others. and why everyone can not make the same instrumental
choces.

Through the cultural transmission of these hinkages. the individual gains
a cogmitive structure that 1s a kind of working model of the cultural systemr
(Spindler. “974) ' Spindler further maintains that this cogmtive map (that
the individual obtains by being a member of a cultural system) permuts the
individual to marntain control of his her life space as leng as the established
instruinental relation hips 1n the system coatinue to funcuon.

Our fundamental premise 15 that learming. and that which s learned.
cannot be understood apart from 1ts sociocultural context. All learmng,
therefore. encompasses the soctocultural context of the learner. and em-
braces the processes of « chooling. enculturation. and sociahization. Our the-
oretical framework 1s . »ssed to the process of education as 1t occurs in
the schooling situation. nowever it takes into account the learning that has
taken place and continues to oceur in the ongoing processes of enculturauen
and soctahzation. Our frameaork attempts to account for the learning that
the learner brings with him her to the school setting and how this learning.
conceptually referred to as the learner’s cogmuve map. influences the learn-
ing tha 18 to take place duning the teacher-learner interaction.

Knowledge about a culture system s transmitted to the younger members
of that system through the processes of enculturauon and socialization. We
want {6 point out that the schooling process 18 also an ntegral part of that
enculturation socualization process It follows, then. that all knowledge 14
by detimtion cultaral. 7y the simple virtue of having onginated within a
cultute system Our corwern here. however. 1s with how knowledge gets
transmiiva durng the teacher-learner interaction Therefore. we must stress
the following understanding—that the transmission of k.owledge 1 an on-
gomg process and that the knowledge the learner brings 1o the sciwol. in
the conceptual framework of a cogmtive map. will affect the teacher-learner
nt raction

We beheve 1.2 the schools 1n the United States. to a large extent. have
gno.ed the cogmtive framework the learner brings to the teacher-learner
.. counter The commen notion that exemplifies this conception 1 expressed
in the foik beliet thet cach individual learner. when he:she enters school,
iy o rking on a hfelong career of learming  The cogmuve framework that
has developed for the individual tearner through interaction with members
ot his her cultural system since the ume of birth to the ume that formal
schuckng 18 1itiated. 1s. to a large extent, ignored  Very hittle recogmeed
account i placed on identitying those patterns of learming that have been
formed through interaction with other humans outside of schooling Cog-
muon « somehow see s ds evsting dutside of human interaction. We will
start with the premiy  chat Cole and §  bner (1974) espoused when con-
centua relatung culture and cogmuon. . [while] it s fanaiful to con-
ceve 0L 1nan existing outside of social ife. we can not imagine any ntellectual
tunction that does not have a se ocultural character ™

11
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IMITATIVE READING WITH BILINGUAL STUDENTS

Peter L. Pelosi,
University of Delaware

One of the greatest challenges facing educators today is the need to pro-
vide more effective reading instruction for the bilingual learner. From an
educational standpoint. there has been little progress in the development of
theoretically and pedagogically sound programs for teaching basic reading
and language «kills to a bilingual population.

The most fundamentai approach for teaching bilinguals has been to change
the mainstream teaching methods and materials. making teaching and learn-
'ng proceed at a slower pace—the “louder and slower™ method of instruc-
ton. Coupled with the tendency to slow the pace of instriction is the
te.cency to fragment instruction into isolated linguistic units of the reading
process—phonemic/graphem,c correspondences. syntactic and semantic
features. morphological characteristic .. etc.

This atomized approach to reading instruction tend- to become counter-
productive for the beginning bilingual reader. What is necessary is a format
that will allow students te read stories. to deal with words in context. and
to parucipate in con. ‘'sational activitjes,

In short. a great Jdeal of effort is spent on adapting conventional methods
of teaching reading to second language learners. Adaptation has assumed
that siudents are aware of the conventions of piint or that they can learn
these conventions 1adependently. Consequently. second language learners
are rareh given the opportun:ty to put the “pieces’ of the reading process

“ back togethe:.
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In the development of any teaching approach there are a variety of edu-
cational factors to be considered. one of which 1s the characteristics of the
population. Whan des.gning a tcaching methnd for use with a bilingual pop-
ulate n. the maier jocus is to increase both langnage facility and reading
abrny. dreretere, the entire approach is designed to provide the student
with the opportunity to read., use. ahd hsten to a standard or «chool lan-
RIGEE. Another major consideration 1s to {reat the population, from a the-
oretical view only. as remedial By assummg that the bilingual stugent be
treated o« remedial. the attempt to simultaneously pull together accomplish-
meat success. and productivity becomes g built-n prerequisite. With a
comprchensine focus integrating the development of hasic reading and lan-
guage ability. stndent achievement 15 more casily monitored throizgh stan-
dard mea.ures

The Bihngual Szudont

Before describing the technique 1tsell some discussion of the bilingual
student s mandatory A suprising drscovery for many new teachers n b

77 3:)
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In order to make wdentfication of the mapped categones of this aspect
pussible. Gearing has suggested classification of activities nto larger do-
mains. such as work and dlay. that will provide the learner and teacher with
a more complete sense of setting.

A second important aspect 1n the teacher-learning encounter 1+ a "mapped
sense of the nature of the world . .. human and nonhuman™ (Gearing.
1976). This realm includes those categories into which things may be clas-
sified. as well as perceptions of logic (i.e.. the interconnectedness of things).
The tmportance in identifying this “mapped sense of the world™ for both
teacher and learner 1s in discoverihg which maps or portions of maps may
be aid to be equivalent or nonequivalent. In turn. this will facilitate the
monitoring of the direction and degrees of change resulting from transactions.

A third aspect related to the cognitive map content. which is part of the
teacher-learner encounter. includes those mappings of "the ways men gen-
erally are sorted into categories of social identity and how such categories
are connected 1n role relationships. of differential power and the like™
{Gearing. 1976). This notion will enable us to devise a procedure for better
understanding the social structure of the learner’s community and the im-
phcations this has for classroom interactions.

The final aspect that plays a part in the teacher-learner encounter is what
Gearing (1976 calls “implied agenda. an expectavon as to how the en-
counter promises or threatens to unfold.”” This mapped sense of agenda iy
closely related to the other three aspects of the individual’s cognitive map.
Geaning (1976) 1efers to it as the “dimension of personal operationalization:
What do 1 want? How important is that to me” What are hi« options? My
options " The other three realms directly influence the imphed agenc-. In
order to obtain a useful perception of the learner’s cogmtive map. the teacher
1nust constder all four aspects and the'r interplay in formulating the contents
of the cogmtive map. .

Ethnography and the rescarch tool of participant observation are central
concepts to the techmque of discovering pertinent information on a learner’s
cognitive map. To help us discover this pertinent information we have adapted
a techmque uscd by Paulo Frewre in his work with literacy programs. The
technigos makes use of simple line drawings to elicit verbal responses from
learners.: A number of specific questions are used along with the hine draw-
ings 1 order to get specific information n regard to the aspect of agenda
and world view. The intormation obtained through the use of this techmque
will be discussed 1n more detail in the “Apphicaton of Theory™ section.

Suftice 1t to say that the notion of equivalence 15 a useful notion and can
become a uscful concept in the teacher-learner encounter especially when
considered within the context of cognitive learmng styles and cogmtive
maps. Once dentified. the cogmtive map of the teacher and that of the
learner must be compared for equivalence (continuities) and nonequivalence
tdiscontinuities)  Our assumption 15 that if the cogmtive map of the teacher
and that of the learner 18 equivalent. the learmng encounter will have a
greater tendency to be successful than of there were discontinutties and
nenequivilence

I carmnge Stles

Cogmitive learmng style 15 detined as that mode of functioning through
which an individual percenves and organizes information Waitkins has iden-

14
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titied tw o factors that influence and differentiate perceptual cognitive styles:
(I sociocultural factors. and (2) environmental factors. The sociocultural
factors are directly related to sociahzation-enculturation practices (Cohen,
1976). These involve such practices as the opportunity given the child to
achieve separation or independence. particularly in family situations. aad
the way n which adults treat the child’s behavior (Cohen. 1976). Cohen
{(1976) paints out that there is differentiation in perception related to so-
cialization. for example. when the child is permitted to form his;her own
standdrds of behavior and is held accountable for his, her actionts, the result
1s differentiation.

We have attempted to get information on these sociocultural factors through
the use of a home visit checklist and a teacher checklist.} A comparison of
home culture system practices and classroom culture system practices 1s a
useful method to identify influences that sociocultural factors have on the
child’s learning and perceptual behavior. The other factor that differentiates
perceptual cogmitive style is environmental. We have found that environ-
mental factors are very complex phenomena and very difficult to differen-
tiate, especially in an urban setting. Cohen (1976). in discussing these factors.
pomts out that it 1s “"the degree to which the environment is variegated and
contains a fot of . . . “structure’ as contrasted with one that is homogeneous
and gives very few structural cues™ that will yield pertinent information.
For classroom use. we have found that “word search™ and “‘embedded
figure” activities yield much more useful information for the teacher.*

Research has shown that differences in the learning styles used by the
teachers and those used by the learner can matenially effect the transmission
of information. Children have preferred cognitive style encounters. [ty
applicability to the teacher-learner encounter rests in the teacher’s need to
transact a body of knowledge to each individual learner. This concept goes
hand in hand with the concept of equivalence that we have previouslv
discussed.

Through transaction, the four realms of a person’s cognitive map may
change Gearing (1976) calls attention to at least three aspect, that are
involved i or will influence the transaction process. (1) the forms of cora-
munication. (2) the kind of cognitive change. and (3) the direction of that
change

Considering the first aspect. we know that the classroom 15 a recognized
formal setting where transaction 1s conscious and structured, The teacher
has goals and objectives of what needs to be transacted. The learner. too,
may have expectations of what 1s to happen during the encounter In the
bilingual classroom, the communication aspect may further be compounded
by use or non-use of language <ymbols that may or may not be a part of the
cognitive map of the learner or the teacher may be linguistically or culturally
different The transactions between teacher and learner operate as either
verbal or nonverbal interchanges and need te be momtored to assure suc-
cessful outcomes

In the second sttuation, Gearing (1976) has olated the kinds of changes
that eccur (1) total boundary system change. (2) creation of new boundanes
where none existed before. and () change through elaboration and com-
bmations  The rate of change in these areas goes from least frequent for
number one to most frequent for number three Change also occurs 1 the
arca of logic. 1 ¢ . there re changes i perceived possibilities of connection
4mong parts
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Thirdly. the change that occurs 1s made 1n a particular direction. la ap-
phication to the teacher-learner encounter. two types of changes have been
noted: (1) the maps become simifar. or (2) the maps diverge (Geanng. 19765
In the schooling situation. the expected outcome s for the cogmtive maps
to become similar with respect to a body of knowledge. How ever. for “ary-
ing reasons. the cogmtive maps of teacher and learner may diverge and
resclt in nonequivalence

In the bilngual and culturally different classroom where efforts may be
made to meet the needs of the culturally different. LaBelle (1976) has em-
phasized that the classroom orgamization and structure may be a reflection
of the dominant culture This condition results in the lack of cultural con-
tinuity for students Instead. the schools promote cultural change and force
learners to cope with conflict of value onentations. which usually results in
the ahenation of the students

Culture Scene

The culture scene concept provides us with the ethnographic means for
discovering particular knowledge that individuals use 1In socral situations
A social situation. at mimmum. s comprised of places. people. and acuvi-
ties The culture scene very closely parallels the social situation but differ
in defimtion Culture scene. as defined by Spradley and McCurdy (1976).
is the knowledge that individuals or actors use 1n a social situation. When
we consider that our goal 1s to discover the knowledge people have learned
and use to organize their everyday hfe. the concept of culture scene takes
on greater significance. Furthermore. a culture scene may be conceptually
thought of as representing a region or area of an individual’s larger complex
cognitive map (Spradley & McCurdy. 1976). This conceptuahization lends
iself to schematically visuahzing a learner’s cognitive map as consisting of
a number of culture scenes that vary in size and involve different persons.
that 1s traced directly to the child’s home and commumity socializing ex-
peniences. What this means to the classroom teacher is that there are certain
clues to learming styles that can be perceved in the way children (a) com-
munmicate and relate to others. (b) are motivated for achieving. aund (¢) per-
cene and think (Ramirez. Castaneda. & Herotd. 1978). Therefore, this vari:
able needs to be taken into account 1n the design of any learning encounter.

There are several easy assessment tools for identifying learning styles of
both teacher and learner. and a vanety of .formal assessments that may be
used for the identificaton of the teacher’s learming style. Games such as
word searches and embedded figures can provide insight into learners’
learning styles  Those that we have used and referred to n the traiming
manudl are only a sample of those available for general use (see note 4).

Identitication by the teacher of his her learning style 1s as important as
assessment of the learning style most comfortable for the learner

In summary. 1t can be said that

I Different persons use different styles in learning

2 Learning styles can be dentified for both the teacher and the school
child

1 Iifferences in style create barriers to teacher-learner communication.
Teaching strategies can be devised to take advantage of differences in
style

15
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Tramvac tion

The notion of transaction s taken from Gearing. We will try to give jt
greater usabihity in terms of a werking concept within the teacher-learner
encounter. Transaction has been defined by Gearing (1976) as 4 process by
which vogmitive maps may change in an encounter or senies of interactions,
the places or locations where these interactions take place. and the obgects
used n the interactions.

Culture. scenes for learners in a school situation would be numerous.
Teachers could observe learners interacting with each otler in the class-
room. the school grounds before. during. and after school hours. and in the
community-home environment Selective choice will have to guide the
teacher in her/his observations and interactions and should. by necessity,
relate to the transacted domuun.

The teacher can develop the necessary skills to observe. descnibe. and
identify significant aspects of a learner's cognitive map by learning and
utihzing the ethnographic tool of participant observation. Ethrographically.
cultural categories comprising a learner’s cogiutive map can be identified
and the cultural knowledge that 1s organized within th ye categones can be
used to maximally benefit the teacher-learner encounter.

In the following section. the theory and concepts we have be-:n discussing
will be developed inte an implementable model. The model ha< been de-
veloped with the help of Dr Barbara Mickey. professor of anthropology and
education at the University of Northern Colorado. -

Teadher-Learner Model

The basic thrust of the model 1s to provide a procedure by which tzachers,
when trained. would possess the necessary skills to. (1) narrow the distance
between the cognitive maps in the teacher and learner. and (2) design the
encounter so that the learner would find reception both possible (rclatable
to his her cognitive map) and acceptable (relatable 1o his her agenda). To
accomplish this. the teacher must be able to-

I Define
A The agenda and the content of vhe transaction.
B T'he portions of the tcacher’s cogmuive map that are relevant to the
succeess of the transaction
€ The portions of the learner's cogmtive map that are relevan to the
transaction.
2. Dewise procedures to establish conceptual linkages between "B and
*C 7 with reference to A

Figure 1 expresses the problem graphically. The objective of the trans-
action s to reduce the angle of Figure | with reference to A", The pro-
cedural model should provide the means to accomplish this in as simple and
economical 4 manner 2« possible. for teachers in the classroom do not have
aume for long contemplation of the problem and for theonzing. The class-
room s a dynamic place and transaction must move forward efficiently.

The first step 1n the procedure 1 to discover the extent of the distance
between the background of the teacher and that of the learner in so far as
the content. motive. and coding of the cogmtive maps of each are related
to the domain of the intended transaction. It 1s possible that the equivalence
between the two cogmitive maps will be maximized (Figure 2). in which
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FIGURE 1 .
teacher’s map

-B

A C
agenda & learner’s map

content

<
case linkages for the transaction are already in place. On the other hand.
there may be minimal or no linkages (Figure 3). in which case the tzacher
must find ways to establish linkages. if the transaction is to succeed and
learning is to take place. In between these two extremes there are. of
course, various degrees of linkages. The teacher must identify the amount
and pomts of linkage to facilitate a successful transaction.

FIGURE 2 .

FIGURE 3

The following procedural model identifies the essential elements and steps
to follow in establishing suitabie linkages. There are two major steps in the
process (1) laentifying the extent and quality of the equivalence between
teacher and learner cognitive map.. To accomphsh this the teacher needs
to develop internalized habits of directed ethnographic perception and pat-
terning. (2) Designing the encounter to maximize the success of the desired
transaction. The total situation must be considered and the design closely
related to the findings in Step 1.

2
Model and Procedure

The mc;del presented here provides an outhne of the elements and activ-
ities necessary to accomplish the opjective stated in the introduction to this
section. It derives from a systematic analysis of the process of trgnsmission
as presented by Gearing and his colleagues (1976). :

10
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Principles of Design for Fund nonal Bilneual Education Programs

Step 1. Wdentifying the ¢xtent and quahty of the equivalence, provices the
background for the transaction. It tells the teacher where he she 1s with
regard to the domain (subject to be transacted). and where the learner 13
with regard to the same material. This activity requires four substeps:

. Identfy and define the domain.
Define ethnographically the content in the learner’s cc
is relevant to the domain
Define ethnographically the content in the teacher's cognitive map titat
1s relevant to the domain
Dehne the learning and cogmitive styles of the learner

l
2 gmitive map that

3

4

The model 1s diagrammatically shown in Figure 4 To proceed with Substep
1 1. the following questions need to be addressed

r
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111 What s to be transagted? The teacher will need to establish the
intended outcomes of the transaction These may include content. attitudes.
feelings. intentions. behavioral modifications. The intended outcomes should
be stated as cxphatly and concretely as possible so that specific hinkages
with the cogmtive maps of learner and teacher can be 1dentified.

112 What wrée the boundunies of the transaission™ Clearly everything
about a4 domain will not be important to the transaction. What 1s the in-
tended focus ' What can be sately sgnored’

13 What specific concepts are imohed i the intended tranaction”

Substep | 2 ipvolves the ethnographic identification of specific «nforraa-
tion. attitudes. perceptions. beliefs. habits. and behaviors in the learner’s
cogmtive map There dare a number of activities by which the knowledge
and understanding can be «chieved Some are general activities that, hke
the identification of learring and cogmitive styles can be identified early n
the school year. Others ire specific to the domain of trafsactior and ne«d
to be gathered in direct preparation for the transaction. In either case.
selection must oceur so that the details can be systematically related to the
dessgn of th: encounter

Using participant observation techmques tBruyn. 1976). and the nonpar-
ticipant observer grounded theory approach -Smith & Pohland. 1976). the
teacher can begin early in the year to visit the commumty and famly of the
learner In this way the teacher can develop in-depth knowledge and under-
standing of the cultural pattern. behaviors. beligfs. values. and perceptions
that form the cognitive map of the specific learner. Tram ag in participant
observation techmques will be needed 1n order for the teacher to use this
method effectively

Early testing of the learner will also help prov:de insight into the content
of the learner’s map Attitude inventggies are especially useful for ths.

Several ongoing activities will keep the teacher attuned to the cognitive
and affective growth of the learner.

1.21 Participant obrervation and analysis should be used as continued
interaction with the learner takes place

1 22 Observation of learner behavior in relationship to peers and adults
wili give additional insights.

I 23 Labrary research related to specific ethnic, economic level. or other
groupings relevant to the learner provide mslght\ to the cognmitive map of
group members, .

I 24 Testing for specuic hnowledge retated to the domain of the trans-
act on can be used in preparation for the encounter. A useful techmique 15
the use of line drawings.© By using this techmque the teacher can elicit
pertinent infori.~tion. ncluding values and emotional responses from the
fcarner.

Substep 1 3 incindes procedures to identify and profile the cognitive map
of the teacher as it relates to the domain of the encounter. The teacher must
use objective techniquey to become conscious of that portion of his/ her map
that 1s relevant to the encounter so that it can be checked for discontinuities
(nonequivalence) against the information 1n the map of the learner.

In Substep 1 4. the learming and cognitive styles of the learner are iden-
tfied This information 15 necessary so that information can be channeled
through pathways already avaulable to the learner for receiving information
effectively Information about learning and cogmtive styles should be a part

,h52""
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of the general knowledge about the learner made available to the teacher
early in the assignment period At the beginning of the year tests to identify
style should be given. There are a variety of tests available The tests used
with our learner population have been the ““word search™ and ““embedded
figure”™ activities aiready discussed (note 4) The information denved from
use of these instruments need net be gathered for each transaction problem.
Rather 1t should be done early in the learner’s educational career and should
be readily available to the teacher.

Designing the Enc ounter

The devign of the encounter requires an active role on the partiof the
teacher. It 1s at this point that the information on equivalence and none-
quivalence will have 1o be utilized for desnAmg a maximai encounter. That
information should ¢ome from the philosophies of knowledge. human na-
ture. and culture that the teacher has. as well as the ethnographic infor-
mation on the history. language. and culture of the learner obtained in
Step | Figure 4. Step 2 illustrates this procedure. ’

v, Step 2 of the procedural model involves three substeps:

.+ Substep 2 | requires the identification of the specific points of discontn-
uity or nodaequivalence of the domain to the learner’s cognitive map. It is
this area that the teacHer willl have to be concerned with the most. The
knowledge to be transmitted (domain) needs to be recast into a form that
will facihtate learning on the part of the learner. The recasting process needs
to be linked to the ethnographic context of the learner. This hinking of the
domain to the personal-social context of the learner assures relevance to
the learning task. « .

Substep 2.2 requires that the points of equivalence. 1.e.. the continuities
between the domain and the relative portions of the learner’s cognitive map
be identified We helieve that this area already contains the hinkages that
will maximize the learming transaction and thus facilitate the desired
outcomes

Substep 2'3. How can the teacher redesign the encounter so that maximal
learning can take place* There are several factors the teacher will have to
utihize in Order to accomphish this

. Agcnda _

- Gencral world view (values. attitudes. traditions. ete )
Roles and role expectations B
Setting ‘

Finguistic symbols
Sex of the learner .
Family style and 10les of hin :
I conomie-social factors

W~ h e ot =

The first four factors are the main components of the learner’s cogmtine
map and are pomnts that can be used to mfluence the success of the trians-
achon The remaining factors are interrelated to the first four. but they
warrant specific consideration in the recasting of the domain to the encounter.

We must emphasize that the recasting of information for transaction must
always keep in mind the personal-family and social-historical context of the
fearner’s cogmitive framework. Fven when the learnecs cognitive map shows

.
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points of discontinuity with the domain and the teacher’s cognitive map. the
teacher must facihtate and coordinate the interaction with the learner.

Ia the following-section we wilF Aiscuss and summarize the steps to follow
in facihtating and coordinating the interactions with the learner. who through
assessment has been found to be 1n nonequivalence with the domain objec-
tive. The points of discontinuity (nonequivalence) have been traced to the
learner’s and teacher’s learming style and to specific cultural knowledge
content revealed in the wo*cme cogmitive maps The teacher n this sit-
uation must utihze différent teaching strategies and his‘her own experience
to assusce a successful transaction

-

APPLICATION OF THEORY

The. theoretical base of this pdper has been presente¥ 1n full in the two
preuous semons An equally detailed presentation of the application of that
theory in the fonm of classroom activities and teacher training strategies is
not possible within the framework of this publication. A completq record
of classroom procedures. training strategies. and field test results i
ever. available in the manual Anthropological Strategies for Mulm u
Teacher-Learner Transactions”.

Table 115 a brief outhine that demonstrdtes the manner in which the theory
was applied. It inclades the following: areas in which assessment is needed.
the mstruments or skills to be utilized n the assessment. ind outcomes that
may be expected from the assessment. Schematically represented it would
encompass all areas of the mode] 'Step I&nllfymg the extent and qual:ty
of equivalence between the teacher’s and learner's cognitive maps. and
Step 2 designing the encounter so that the desired outcome can be obtained

Step 1 in the procedural model provides for comparisons between teacher
and learner on several levels teacher and learner coznitive map. teacher
and learner cogmtive style. The table outlines the skills and instruments
utilized to identify cognitive maps and cogmtive style. as well as outcomes
to be expected. The purpose of such companson is .hat the teacher may
identify areas of equivalence. nonequivalence. or partial equivalence be-
tweer her/himself and the learners The emphasis in this stage is on col-
lecticn of general background information about the learner.

Ste p 2 of the model includes a companson between the teacher. learner.
and the lesson to be laughl The sigmificance of Step 2 lies in the identifi-
cation of areas of contintny and discofitinuity. between what 1s to be learned.
and the background of the learner as identified by the skills and instruments
outlined in Step | of Table 1. This comparison in Step 2 identifies learners’
backgrounds that are continuous with the lesson and. therefore. in'necd of
minor assistance, and those whase backgrounds are discontinuous and.
therefote. in greater need of assistance The movement from discontinuity
to continuity 15 accomphshed by “bridging = In bridging. the teacher uti-
lizes expenences from the child’s own background in relation to the lesson
to be taught 1n order to close the gap between the learner’s background and
the lesson objective

* To obtain manual. contact Armando Truplls & hil) Zachman. ¢-0 Dr Barbara Mickey.
Department of Anthropology. University of Northern Colorado. Greeley. Colorado
80631, (303) 351-2001
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STEF |

Areas to be

Assessed

4. cogmitive map
(general) of
teacher/learner

b.learming style for
teacher/learner

¢ cuiture systems
for home/school
(analyzed
according to
roles. rules.
outcomes—
allowing
predictabiligy)

st

@ cogmtive map
(specific domain
lesson) for
teacher learncr

TABLE |

Instruments/Shills Unlized

line drawings (general
world view)

cultuie scene transactions
participant observation
embedded figure

“word saarch™
participant observation

home culture system
checkhst

school culture system
checkhist

participant observation

’
content hine drawings
(related to lesson)
‘general world view hine
drawings (portions relatew
to lesson)
parficipant obse, viation

43

Expected Outc omes

S
B

maps may be
{become): equivalent,
nonequivalent. ¢r
partially equivalent
styles: relational,
analytical. or
combination

styles may be-
equivalent,
nonequivalent, or
partial'y equivalent

equivalent home and
school systeris/child
functioning well:
cognitive control
equivalent home and
school systéins/child
not funictioning well:
loss of ~agmuve
control

nonequivalent home
and school systems/
child functioning well:
bicultural
nonequivalent home
and school sysems/ ‘
cinld not functioning

well loss of cognitive

control

continuity
(equivalence) with

lesson to be taught

needs litile “bndging™

or assistap-e '
discontinuity

(nonequivalence) with

lessor to be taught:

needs great assistance

through ““bridging™

Detvuttions of Areas and Instrinnents/Shills -

General World View Line Draw mgy—

A series of five specific ““culture scene™

i drawings related to the learner's daily experience and designed to
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obtain verbal responses regarding the namng and solving of common
prob.cms
Content Line Drawmgs—A series of mneteen man-made and natural map
feature symbols designed to measure learner’s know ledge of lesson “"Maps
give other data about the world ™~
Culture Scene—The knowledge learners need m school-classroom socual
situations when mtera ang with the teacher
Participant Observation—An ethnographic techmque used 1n discovering
narticular cultural know ledge about a learner’s cogmive map rega-ding
school situations
Word Scarc h Embedded Figure Prctures—Words or p ctures are hidden within
~omplex field or background Learners are given thrty seconds to find
~d circle the lidden words or pictures. Cognitive styles may be deter-
, ned imtually by the chiid’s technique for finding these words or pictures.
Home School Culture Svstem Chechlist—A series of questions and possible
resp nses to he completed 1n a checklist fashion. Questions are related to
rules. roles. and outcomes for both systems. as well as the degree of
predictability about those systems possible for the child

The following 15 an example of the apphcation of the theory to a soctl
studies lesson. The fesson objective stated that people locate or construct
m.n-made features 10 places that serve a purpose. That purpose is the <at-
wfaction of needs and wants of man The key concept in the lesson was
functional relationships.

Information from Step I of the model. as outhned in Table 1. provided
general background information about the learners. Information from Step 2
indicated the degree of continuity or discontinuity between that background
and the lesson ohjective—functional relationsheps

The following brief example demonstrates how intormation from a learner’s
background was used to bridge the gap when the learner’s cogmitive map
was discontinuous with the lesson objective. We will u e the information
we obtaned when working with a group of third grade bilingual learners.
Ricardo will repiesent this group of learners.

The learmng style necessary to successfully complete a lesson can be
dictated by the structure of the fesson and by the matenals ustd By virtue
of this. learners can be forced to <witch to a weaker nonpieferred style.
thus setting the stage for difficulty o, nalure from the onset In this lesson.
the material {a large floor map) and suggested lesson format were best suited
to learners whose cogmtive style was analytical Ricardo’s style. as assessed
by instruments and procedures outhned in Table 1. was a relational cogni-
tive style  As such. Ricardo may have viewed the map 1n a global fashion.
possibly overlooking the smaller and more de....led part-to-part relationships
necessary to understanding the interded lesson objective—functional rela-
tionships  Ricardo also may have been forced by leseon set and materials
to switch to his nonpreferred. weaker cogmtive style. setting the potential
tor difficulty. frustration, and possibly falure  Kdentification of cogmtive
style provided an awareness on the p of the teacher. which led to simple
and munor adjustments in the introduction of the materials and lesson Mod-
ihication consisted of directing Ricardo’s attention to those potentiaily dif-
ficult areas. « th verballv and through gestures Such shight modification 1n
the cowrse of tie regular mtroduction helped avert difticulties dictated by
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the materials and format geared to a different cognitive style.

General information about Ricardo with respect to cogmtive map and
learming style was already available prior to the lesson through procedures
and instruments outhne in Step | of Fable |. Further information specific
to the domm:ain or lesson was available through utihzation of procedures and
tnstruments outhned in Step 2.

Content line drawings. specific to the lesson {see Step 2) indicated that
Ricardo was not continuous with the objective of the lesson to be taught.
However. further information about Ricardo's background. as revealed
through general world view line drawings (see Step 1). indicated that por-
tions of* Ricardo's cognitive map were n fact highly continous with the
lesson objective. Ricardo-could not understand or demonstrate- knowledge
about functional relationships (lesson objective) in the abstract context de-
manded by the lesson format and matenals. However, a practical under-
st.ading of functional relationships was demonstrated consistently through
his responses to the general world view line drawings that depicted scenes
that were directly linked to his experience set. All that was necessary wa
to bridge the gap from discontinuity to continuity by drawing upon those
concrete experiences. and relatinz them to the abstract concepts of the
lesson objective. During the course of the lesson Ricardo “failed”” twice in
the activity as set forth in the lesson format. It was only when Ricardo’s
background experiences. derived from all sources outhned in Table 1. were
utihzed that he was able to suc. -ssfully complete the activity.

For several years there have Heen bilingual multicultural teacher training
programs that have expounded on the utilization of the learner’s background
or cuiture as an aid to nstruction The question facing many teachers.
however, has heen how to identify. as well as utihize. that background or
culture 1n the classroom. The theoretical model and classroom/teacher
traimng strategies presented in this paper are an attempt to provide an
organized and anthropologically sound methodology that can assist teachers
in accomplishing this goal In addition the methodology goes one step fur-
ther by changing the utihzation of “culture” from a supplementary aid
activity to the pnmary vehicle of instruction. thus becoming a dynamic
process that evolves from the inte~ .ons occuring daily in the classroom.
In this manner. the concept of ¢ .wre becomes a working concept to be
utihzed in the learmng,process for improvement of the teacher-learner in-
teraction and its outcomes

NOTES

b Inthis paper our concepticn of cognitive map 1s analogous to Spindlers
concept of cognmitive model.

2 Alchuler and Smith discuss and outhne the rationale for the use of
line drawings in their document, How to Measare Free Stages of
Comaentizacan The ¢ Code Manual They stress that the visuals
have to be related to an individuar's hfe experiences, i.e . specific to
the cultural envirgnment of the people the researcher 1 working with
In our rescarch. we worked with 4 mixed ethnic group (Mexican
American. Anglo. Avan) hving in an urban-rural seting The hne
drawings have been experimentally developed in collaboration with
Francie W Denming. Jr . professor of anthropology at the University

Iy
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of Northern Colorado Mr. Dennming has drawn the initial set of line
drawings. Information on their application 15 available in the teacher-
traiming manual. Anthropological Strategies for Multicultural Teac her-
Learner Tramac ons ., Trujillo. Zachman, Mickey, May 1981,

3. Checklists are available in th: teacher-traimng manual. Anthropolog-
1wal St wegies for Multicultiral Teacher- rner Trensactions. The
use of these checklists allows for companse., of the home and school
culture systems 1 regard to roles, rules. and outcomes. This com-
parison allowed us to determine the predictabiity and functionality
of the systems and the extent to which the learner used this
information

4 These two instruments have been used in the nitial 1dentification of
the cognitive learning style of the learner. The materials are readily
availanle in classrooms and the teacher can use them as a part of
daily classroom learning activities. Samples of these instruments and
their utilization are available in the teacher-training manual. Anthro;
pological Strategies for Multicultural Teacher-Learner Transactions.

S In the tcacher-traming manual, Anthropological Strategies for Mul-
ncultural Teac her-Learner Transacnions, we have made use of two
types of line drawings. One type of line drawing we used is the gen-
eral world view -agenda line drawings discussed in Note 2 above. The
second 18 referred to as a content hne drawing. The content hine
drawings have been used to determine the learner’s knowledge. spe-
ahie to the lesson to be transacted. A copy of the lesson is available
in the teacher-trning manual: the lesson objectives are the following:

A Man-made features can be shown on a map

B Almost all man-made features are located in a particular place
to serve a purpose. and that purpose 1s to supply the needs and
wants of man.”

C. Children will recogmze the atttude imphed in Objecuve B as
anly one among differing viewpoints—all of which are vahd
and cultugally rooted nerspectives
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PRINCIPLES OF DESIGN FOR FUNCTIONAL
BILINGUAL EDUCATION PROGRAMS

Jo-Ann Sainz
Fordham University

Any chosen design for instructional programs must reflect open com-
mumication among the parties involved: the goals and objectives need to be
clearly delineated and understood by all. In the case of bilingual education.
there has been a tendency towards tunnel-like vision both internally and
externally giving rise to general misconceptions, hostility from the wider
community, and misinterpreted Balkanization of the multiplicity of ethnic
groups. Erringly, the wider community views munorities as clinging to bi-
lingual education as a means to foster volatile. antagonistic. narrow ethnic
groups. hostile to the broad aspirations of American culfure.

Recently. the New York Times printed an article that commented on grow-
ing numbers of Hispanic people. For the first time. Hispanics will outnum-
ber blacks and their numbers are growing so faét that by 1984 there wiil be
'wice as many Hispanics in many larger urban cities (New Yerk Times.
1980).

Yet Otheguy and Otio (1981) note that bilingual programs have brought
about a welcome change in the attitudes of many educational institutions
toward the home language and culture—from oppositicn or indifference to
celebration and affirmation. Bilingual education in the United States is
founded largely on the premise that linguistic and cultural differences as
such. and particularly a lack of proficiency in English. are a primary reason
for the low academic achievement of students who are from a limited-Eng-
hish background. Bilingual education programs have been implemented to
teach those students in the language they understand better and with ade-
quate cultural instructional materials However. there is a lack of adequately
trained special education support personnel’. sensitive to linguistic as well
as cultural differences and able to speak the dominant language of the stu-
dents they are serving (Educ ation Digest. 1980).

For the first time i many cases in the U S. school has been opzned
to mmonty language group parents. allowing them not only more op-
portumty to communicate with school personnel. but also to participate
more actively in their children’s education by acting as resources in the
Inctructional processes. matenals development. as decision makers n
program planning and as teachers’ assistants in the mstructional pro-
cess. Moreover. bilingual education has provided socially prestigious
jobs 1n education to people of the community because they speak a
minofity language As opportunities for professional traimng and po-
sttions 1 educational deaision-making multiply more language minonity

6i
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people will have access to the middle class—a factor which has the
potential to increase national sohidanity (Center for Applied Linguistics.
p. 45. 1978).

While the absnve does enumerate certain benefits to minonty groups. these
are both hmited and limiung. imited 1 that minority-language populations
should view education only as a small part of the whole economic picture:
limiting 1n that this view does not prepare the bihngual community to func-
tior 1n the wider community. in the job market. Although positions are
needed to fill educational slots. the greater number of minonues will be
untrained for positions requiring mastery of the English 1diom. Minorities
must be encouraged to enter fields such as law. engineering. poliucs. and
medicine as well Even positions such as secretary require a good mastery
of the English language. Certainly the knowledge of a second language will
enhance a candidate’s quahfications At present. minority representation is
mimimal. partially because of the lack of exposure to possibilities in these
tields. To view bilingual education 1n terms of ethnicity resuits in grave
dangers. in the view that the mm of the program 1> to Balkamze different
cthme groups (Epstein. 1978).

The following represents a view of one Hispanic. uninformeg of the prin-
aples and goals of bilingual education. ansing perhaps from misconcep-
tions portrayed through the media. or perhaps failure of programs to attain
positive visibility 1t can be very damaging for a member of the minority to
come out and voice crticism for biingual education due té misperceived
advocacy of Balkanization

Memanr of a Bilingus! Childhood

those middle-class ethnics who scorn assimil.ition seem to me filled
with decadent self-pity. obsessed by the burden of public hfe. Danger-
ously. they romanticize public separateness and trivialize the dilemma
of those who are truly socially disadvantaged (Ricardo Rodnguez. p 34).

Here 1s the case of a Chicano who never benefitted from a bilingual
program and. because he was “successful” now assumes that the same
would be true tor all Hispanic Amenicans. Hidden 1n his argument 1s the
tact that he was a product of the middle class. reared in an Anglo com-
mumity. he notes thut “they were the only Spanish-speakmg family on the
street © He. therefore. had to master different cultaral linguistic norms 1n
order to survive It 1 unfortunate that arucles such as this appear. His
views are contrary to today’s reality. where a large number of minonty
populations live in ghettoes. where the minonty language and culture are
tostered. eading to separation from the wider commumty into which inter-
nalization of norms are necessary for sursinval and prosperity

A tunctional design will collapse if any one clement n the system col-
lapses  The exclusion of any one clement. fearner. school. media. govern-
ment. o1 1esourees makes an organic or functional model incomplete and
thereby dystunctional

| have chosen a tunctionar versus dysfunctional dichotomy to stress that-

1 The program will have deleterious effects where agents, and teachers.
both monolingtial and or bilingual. are uminformed as to the specific
gwidelines outhined in therr particular project

2 ( hildren sense conflict between monolingual bilingual sectors. or in-
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ternal conflict due to programmatic. methodological issues.
3 Articulation leads to greater “functioning.” whereas the reverse leads
to dysfunction.

The functioning of the v.rious subsystems is an essential process designed
to promote the success of the nrganizational structure. “Functional™ as
defined by Hanson (1979) ys.

the quality of the state of collaboration that exists among departments
that are required to achieve unity of effort by the demands of the en-
vironment (p. 168).

The achievement of this state in bilingual higher education is necessary
to provide quality education at aij levels of the system. Hanson adds that
“"The term not only refers to interdepartmental relationships but also to the
process used to establish those relationships.” Presently. as discussed later -
in this report, recommendatiops are being proposed 1o deal with the lack
of management in bilingual postsecondary education.

In an educational organization with a turbulent environment. it is also
important for the vanous dimensions of “*differentiation" to exist in order
for the organization to meet the needs of a changing environment.

Differentiation.” as defined by Lawrence and Lorsch (1979). is “‘the
difference in cognitive and emotional onentation among managers in dif-
ferent functional departments. ™ According to this theory the subunifs of an
organization have different rules and methods of operation. varying degrees
of concern for people. and different schedules and goals.

Dysfunction can occur at any level: where parents are intimidated by
teachers. where the teacher refuses to confer with the administrator, where
the administrator has little knowledge of the program. where the umversity
15 not effectively utilized. or wh=re advice is rejected through lack of con-.
sultatiGat at the local. state or federal levels. Each clement is a vital link u,
an integrated whole. or in what might be called a “functional design.™

Collapse frequently occurs as the result of ignorance of accessible chan-
nels of support. as the result of perceiving one element as an unimportant
link in the system. or where parents. teachers. principals. and community,
whether local. or at large. have hittle notion of the “gestalt™ o1 a sense of
“integratedness: namely the questions of dentification: where am I, where
do | fit. where am | going. and what is my role. Although the program’s
director may have proper knowledge and attend the necessary seminars and’
traming programs. problems anse when tais knowledge 15 kept secret. caus-
ing first of all misconceptions. then alienation and hostility. and finally re-
Jection. In true integration of conflicting viewpoints. the best aspects of
both parties” points of view are incorporated intp the resolution. Both par-
ties benefit in a true integrated approach. because neither party has to give
up anything it does not want to (Follett. 1940)

Consts of Bmgual f-ducation

- Proponents of bilingual education argue that costs. other than starting
Costs. are mimimal because a bilingual program that 1s an ntegral part of
the cducational services would in theory require no additional teachers or
facities and that start-up costs, which are more expensive. would he pn-
manly in matenals acquisition. Such arguments are frequently rejected by
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people dealing with the problems associated with bringing a bilingual pro-
£ram 1nto a school system. since most of these are "added on’" as a separate
program to the regular educational services rather than being integrated into
them (Teitelbaum and Hiller. 1978). The Cardenas study (1979) determined
that there were fise major concentrations of expenditures for bilingual pro-
grams: staff. materials. hbrary resources. equipment and testing. In this
particular study. costs vaned as to year of program implementation and
grade level. with the high costs being concentrated in lower grade levels in
the first year of implementation and the lower costs being concentrated in
the fourth year of program implementation in the upper elementary grades.

Little or no nformation is available on the—costs of different types of
bilingual programs. e.g.. transitional versus maintenance. alternate-day lan-
guage use sersus gradual introduction of English. Chinese bilingual pro-
grams sersus Spanish. etc . Title VI funded programs versus state funded
programs. the cost effectiveness for different types of programs or on rel-
atine costs of bilingual education in various states.

State funding varies for bilingual programs. in states where only a few
cities have LES NES populations. no particular state funding is available
{Cardenas. 1979). Funding has been based on political feasibility. and on
available and realistic analysis of program costs If there 1s a large gap
between state appropnations and additional costs of a bilingual program.
districts must look for outside sources ot funding. Federal programs. vary-
ing widely in their regulatioms, are perhaps the most looked-to sources. in
~articular Title VIE ESEA. to provide funds that might be_ utilized to im-
plement a bilingual program.

Washington's commitment to capacity buillding indicates that federal sup-
port 15 not committed to indefimte funding for LEA™S (local educational
agencies) or SEA'S (state educational agencies). It is clear that state and
focal districts will need to institutionalize bilingual programs. To meet this
mevitable reahty. LEA'S must seek philosophical support from sources
external to the bilingual program by proving that bilingual programs are of
high calibre Society must be made aware of the options that bilingual pro-
grams provide for the integration of all groups.

A striking weakness in bilingual education has been in the area of cval-
uation Peres and Troike (1979) cited the following needs 1) reseaich to
determine the most relevant and important vanables to be measured (which
could require cntirely new approaches to measuning). (2) evaluation pro-
cedures that provide meaningful feedback to the teacher and program plan-
ner. (3 tramed cvaluators. (4) agreement on standard types of data to be
collected (5 input of parents and other commumty members in the plan-
ning and apphication of an evaluation design. language assessment of stu-
dents. and curnculum matenials devclopment. (6) the deselopment of positive
public attitudes towards bilinguahism, rather than viewing bilingualism as
clitist. making 1t more socially attractive. thus renforcing the motivation for
learming, other fanguages i bilingual education.

lo emphasize Pilingual competence in federal himng. colleges and um-
versities should be encouraged to provide mcentnves for the gradaates of
hilingual programs who achieve o level of competence rarely reahized by
langaage majors 10 tour years of undergraduate study  In general. compe-
terce 0 an arca will be sought to the extent that o s socially valaed and
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regarded. If the present reward strueture in our society, with its underlying
xenophobie character can be changed, then what iy different will no longeér
be a source of threat or alienation but rather advanced bilingual competence.
which can become the mark of an educated person as it has been in many
other countries. Thenat will prove to be an economically valuable asset as
well
As mentioned above, other areas needing further research and develop-
ment are evaluation and program implementation. These are often hampered
and limited by a scarcity of adequate assessment and by gaps in research.
Thus. appropriate instruments must be developed to provide the most :c-
curate evaluation of the progress of children in bilingual and bicultural pro-
grams To ensure the greatest possible precision in implementing programs.
research is needed 1n such a:eas as rsf and second language acquisition.
the relationship between language and thought. and the learning styles of
“hildren from different cuoltural backgrounds (U.S. Commisson on Civil
Rights, 1975).
Otheguy and Otic pose a moot question: can we be content with static
smaintengnce. one which doce. not further language development? The au-
thors contrast static maintenance with derelopmental maintenance ,n which
language shills are devel ned *“with as much diligence as they are developed
in Englsh.” They challenge the reader as to whether static maintenance of
Anything 1s a viable enterprise. Again. bilingual programs will succeed only
by going beyond bilingual sectors and woong the wider commumity.

Crittc ! Elements of Program Design

Quesiiens cannot arse as to the*need for support systems for the bilingual
child enrolled 1n o bihingual program. since comphance requirements are
specified in detal i all ruies and regulations emanating from both the state
and federal levels. as well as the professional teacher traimng literature.
However. this paper SUBRESLS diai upicss the child 1y nelped to become a
part of the miteu 1n which hd must live. he will develop frustrations and
feehngs of nferionty  Moreover, it s insufficient to equip the child with a
semse of “being proud of being part of o sgecific cthnic group.” More im-
portant s the ability to cope with and succeed 1n the broader society in
which the child will be required to perform. Teachers. then. first bilingual.
and theo monolingual. must provide the linkage so that the child may cf-
fectively function and compete 'n the American society. At the center s the
<hild to whom educators are primanly responsible Outside support systems
must also be consulted These nelude local boards of education. resource
centers, educational improvement centers. and soetal CIVIC organmizations
Other educationai specialists may be called upon to help alleviate and solve
the pressing problems of the bilingual child Experts such as socolinguists,
psycholingusts, ransactionists. cogmtivists, and nutritionists are mvalu-
able sources of wd Not only must the program consider child. school,
Anglo-admimstrators. district supenintendents. political entities. congress-
men. and most of all the Anglo peblic in general. but also accessible faal-
thies that include museums. thoaters Lbtanes. and commercial enterprises

I suggest. thea. that in the il planning stages. the programs outhne
strategies tor th engaging monohngual sectors, (2) interacting closely with
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~

monohingual sectors: (3) following a prescribed process simular to the
*thorough and efficient”” mandate in the state of New Jersey that attempts
to engage the entire comunity. irrespective of race. language or origin, in
making educational activities responsible and viable.

The following are strategies for assisting monolingual sectors to accept
the minonty culture:

‘1. Become informed about the student’s culture and reflect it in some
way 1n the classroom.

. Focus on the strengths of the bilingual child.

. Prepare the child to work with monolingual groups:

. Consult possible support services: Boards of Education (local/state/®
federal): International Rescue Committee. Puerto Rican Congress.
Aspira, Consulates. ‘

. Non-verbal communication 1s oglture specific. Norms for the An-
glo-American differ significantly from other cultures

6. Prepare the child to work independently by guiding. not leading,
the child to a new level or learning.
7. As the teacher has a specific teaching style. so too. the child has
- a preferred learning style.

+ 8 Use neighborhood resources. and muke the classroom a living
resource.

9. Take the children on a walk around the school and neighborhood.

- . 10 Be sensitive to the child’s feeling of alientation that may result in

hi« withdrawal. Identify this oehavior early.

11. Discuss any uoacerns with school admimstrators. who will serve
as an asset. not a threat. Seek support and cooperation.

12. Identify local. state. and federal commercial and cultural sources
of information.

13. lavite parents to visit and chserve a class

14. Remembe: that limited-languaxe proficiency 1s not an indicator of
infenority

15. Use parents as a resource. }

16 Seek an intermediary who can function as tianslator/interpreter for
you .

17 Be positive when meeting with parents. Learn key expressions in
the parent’s languagc. -

8. The child is the chent and as client. he:she should be our center
of concern

19 If you are fortunate enough to have a bilingual program in your
school. meet with the school bilingual coordinator and seek advice.

20 The linguistic community 1in which the child lives affects his atti-
tudes towards learmng a new language.

21 The domain of language behavior (home vs school. teacher vs.
peer. formal vs. informal) affects the language development of the
chuld

22 Adapt assignments to fit the needs of bilingual students

23 Do not rely on media for objective information.

24 Understand the dynamics of bilingual education tnstead of viewing
programs at o distance

25 The monohingual teacher represents the link between the bihingual
class setting and the mainstream society

4 W tI
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Wider Commumn ‘
.

Monolingual teachess need to understand the dynamics of bilingual ed-
ucation and not just view these programs at a distance without a knowledge
of-the goals and principles of bilingual education, since this only results in
misconceptions and hostilities. and at worst, encouragey a view of bilingual

- education as a possible threat to therr own positions in the system.

Monolingual teachers can be instrumental in bridging the gap with bilin-

"gual children who are no longer in bilingual proémms by enlisting the sup-

port of both parents and-teachers. Bilingual teachers are the link for the
munority child about to enter the larges sociely and are the vehicle for
preparing the child to function in that society. Providing a kpowledge of
alternative cognitive styles. the teacher can prepare the child to function in
a new learning style. thus helping the child to become integrated. not as-
similated, into American society. ’

The monolingual teacher can invite representatives from the commumty
to speak about their achievements and the benefits of knowing and master-
ing a second language. Our ‘pluralistic society demands this of us. partic-
ularly- from the teacher who will unconsciously communicate values and
attitudes. Teachers must foster universalism. not provincialism. Instead of
proclaiming I am proud to be Dominican.” (or whatever other ethnic
group) the affirmationhouid be *'l am proud of commanding two lan-
guages. two cultures. and having a greater understanding of peoples outside
of the United States

Teachers need to see how bilingual education 15 functioning in their par-
ticular setting since the variables are such-that one simply cannot make
broad generalizations and freely apply them to all situations. The bilingual
program should be made instrumental in developing appreciation for the
cultural heritage of both the bilingual child and other children in American
society further ensuring that the monolingual sector will also experience
this enrichment process as a contribution to American society

Funcnonal Designy

Alternative plans need to bo-introduced to teachers, both bilingual and
monolingual. subject representatives. and administrator~ Elements external
1o the program are equally as unportant if not more important because it
15 the acceptance of bilingual education from the wider community (mono-
lingual sector) that eventually will determine whether programs will become
mstitutionahzed rather than contingent upon federal funding

lames Banks (1977) offers a model for a total school environment that
rcflects ethmie pluralisni (vee Figure I

Though a good modei. 1t 1s insufficient to the needs of a functional pro-
grammatic design for bilingual edurcation. The model is too general For
example. it does not identify the elements of the ““hidden™ curriculum. It
starts and ends with the formal school setting. It 15 not child-centered, nor
does it provide a definite strategy for interacting with the wider community.

The desigh shown n Figure 11, proposed by the federal government., 15
also tnsufficient for the needs of a particular community-interest bilingual
program

Y
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A shortcoming of school programs has been failure to plan for children
existing from bilingual programs. To date. substantive follow-up information
on children previously enrolled in bifingual programs 1s stll lacking. Though
longitudinal studies have become a priority. the data is not yct readily ac- ,
’ kY
O 6 (9]
: W

ERIC

Aruitoxt provided by Eic: .

-




O

ERIC

Aruitoxt provided by Eic:

Principlcs of Dosian fon Fund tional Biloweual Lducation Prosram, 87

cessible: Programs need to prove to the general public that a decrease n
altriion can be correlated to the students partcipation in a bihingual pro-
gram At the same ume evidence must show that students were petter
prepared toanteract in American society For instance. how many students
went to jal versus how many students became successful career people?
How many students finished o high school education versus how many
dropped our?

Children need o be guided from o state of dependency to a state of
mdependence Charles A Corran (1977) desenbes a counseling-learning
approach a whele person model. that would serve v.ell bilingual educators
Apphied to tilingual edueaton. 1t suggests that educators must provide sup-
portive settings to allow the student to “depend” upon the teactr. but the
teacher must encourage the studen: to make aitempts to speak the second
language  Not only should the encouragements be to speak the second
language. they should also be to nteract in that language The chent student
needs 1o be urged to steps denoting greater confidence. independence. and
proportionate msi ht into the rclationship of phrases, grammar. and deas
The teacher takes children from stages of total rehande to o stage n which
ndependen ¢ and free commumation are ~stabhished

Teachers need to break the student teacher dependoncy or else face the
r*k of the children feehing lost and inadequte once they leave a othngual
setting Without having broken the dependene . cle, the culd will expe-
rience conflict towards both cultures: whereas. 1 e chient can effecuvely
tunction n 1, and 1, both cognitively as well as aticcuvely, then he will
be competing on an equal fooung in American society

While ip the bilingual program. the student feels protected by niensely
shaning a teeling of belonging. of need

It the main motnvaton for learming 15 the need of the hiower (teacher)
and the learner (student) to develop. and it one of the main threats to
learming s non-belonging. then an essential first condition of learning
5 that a sensc of belonging emerge for both in that very separation
(Curran p 24K, 1977)

Bigure HI saows that cach bilingual prograri reeds to map out” a model
identitving the available resources n proximity to the project. and at the
~ame time have either an overlay or second model that considers the part
tspecihe project) 1o the whole (rate and federal leveh For example. School
No o would difter from School No 2 since the surrounding tacihties. bud-
get comstramts. T,oand 1, nmght differ Media acces. likewise. would be
graphically specific. depending upon focale In such 4 model. the child
remains central - Avanlable to the project are resources specific and general
to that program

ELEMENTS INCLUDED IN A SUCCESSFUL MODEL

CIuld

~

The child must garn from the program the facility of functiomng mn (-
terent environments  particularis the marn' tieam envronment. U S <our-
¢ty 8o that he can compete on an equal footing with his peers Itialiy. (he
bilingual child Comes into an environment that 1s totallv supportive. the
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o




ERIC

Aruitoxt provided by Eic:

@
[}
2

Bilingual Education Iechnology

HGURE T

AN ORGANIC CHART APPHICABLE 1TONEW YORK THAL.WHEN
MODIFEED ACCORDINGT Y. COULD APPLY NATIONALLY

Py NFWSPAPE RS

TRADIO M : Channel 13 i
WHI I ! : Public Avcess l FiDiario L Prensa

C hannel 41 47 |

]
r‘——-———_ r ——
: },—(h““"’] [ PROGRAM PROJECT |
- (IS ]
; ! i Hospitals : ! ] l
[ S
i ' feacher
Pl ' T -
e Bank | i‘ [ pareni ] i!i [F lcldPI‘Ixccmcnl\
|1 B
: [ e [ UNIVERSITY ]
: 3

} Sl——— T

Admenistrator Specialint

AR {
|
rH Tibrare | ! iy ce O N
i l P ey T GUIDELINES i [Su\lu C u’impommj
U Socl Coae | : T Totorale
' Lﬁd}umll.mnn\ R | S
————— T GOVERNMENT
T_ ncighborhood . ! ederd ]‘
: rehabilitation J cdera .
e T |
| 1 ] District iy ;
T T ke
e H’{«-_Ji '
l I — i ‘ l

bilingrat program  His nights and purpose are to see alternatives that will
.prepare hiin to function 1n 4 new | imng environment. the wider com-
mun'ty He then becanes integrated into the environment. not assimilated.
not losing his identity - As an integrated entity. he will furiction at bis highest
capacity of productivit§. equipped with twe cultures and two languages. a
suceess goal, nstead of a deterrent goal that otherwise would aitempt to
ehimnate the natnve language and culture, and woulg result 1n nner and
outer confict Psychotherapists remind us that blotting out a part of the
ndividual, that 1s the memory of his ongins. results 1n psychological trauma
(Robbins  1978)

leucher

At times. educators not directly involved 1in bilingual education are pe-
ripherally aware of the issues, and this unfortunately results in misconcep-
tions The media g neralls focuses on negative 1ssues. 1ts major -oncern 15
to generate sales. and often. to seek sensattonalism. The monolingual teacher
must reahze that < he need not be proficient in the language of the child
Mimimally. the monolingual teacner can be of assistance to the bilingual
child by enhsting the support of resource centers and other available re-
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sources. particularly the bilingual teacher. who can be the greatest advo-
tate. while anteracting with monohngual teache=. To do th. bilingual
personnel must be informed and wilhing to gain -pport. both ntellectual
and emotionat. S he should be informed n terms of the program’s past and
projected fuizr. and should hive access to the proposal.

The teacher should be equipped with working techmiques that encompiss
pyenological pinaples A teacher should be an expert i the technology
of learming. but s is true of other technologists. s he must continually
dpprilse tecnmgues in terms of new discoveries in rescarch. 1t as licerally
true that many of today ‘s prnciples may be outmoded or'changed 1n a few
years Tt as thus imperative that teachers maintain an open-mindedness that
allows iview of ther teaching methods as new discoverees are made.

Parents

Parents are called upon to sign proposals since they represent LEP chil-
dren By actively participating. o stipulation identified as a priority 1n the
1980 rub:s and regulations for Titie VIL. parents should be heloed to for-
mwlar: the instructional goals of the program They nced to be encouraged
to attend and pirticipate 1n mectings when called upon to do so The present
author had the opportumity o* seeing how the above was accomphshed 1n
a fuscla oslumy commumity 1 Sao Paulo. Bravil. Parents were given den-
tihcation cards with ther pictures and were required 1o attend meetings at
least four umes per year. Attendance was systematicall  taken. This ways
amumapal pubhc szheel and not » private seting The method was effee-
tne with an 83 percent success rate of parent participation.

Vdnunistrato

foken participation by Anglo administrators resulis 1n dysfunctional pro-
grams because the administrotos worke N vacuum He may perhaps s1gn
the proposal. and recene funds but he miy not be ¢nsuring an Integrative
em ironment for the program By such neffectual leadership. therefore. he
torfeits his nght o bemng the administrator. The program should not rem:un
an unknown or smply 4 means to manstreaming since the purpose of the
PIOgEram 1s not {0 mainstream but to Integrate both groups.

The admimistrator of o bilingual program must grapple with several unique
managerial problems  First. althor gh most bilingual Programs are run under
the acgis of an casting school system department. functionally they tend
lo become separate entities Second. mast educational programs involve o
sertes of instructional actinitics tha May OoF May not be supported hy ad-
ditional services. e g . counsehng Many of these educational functions are
ordinanly handled by non-nstituti gl departments

Suparvivors of Progran

Demystitication wonld help in chminating the clement of thre-t to teach-
ers. admimistrators and durectors of programs Remarks about having * put
on a4 show for outsrde evalnators  do not help but rather hinder the well-
hetng of the progiam Proper wdentification of areas to be cvaluated will
resalt i more effective, efficient progra s and evaluaions So miny times,.
the purpose of the evalization. and areds to be evaluated. are unknown
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Condlusions

Bilingual sectors need to seek modes of enhancing articulation and con-
flict resolution with the wider community. even at the rish of instial rejection
and hostlity due to lack of information. or misinformation pertaining 1o the
underlving principles and goals of bilingual programs. No longer can bilin-
gual programs afford to work in 1solation. they need to work in cooperative
endeavors with the wider communities so that when funding runs out. the
programs will not be phasv:d out. since the children and their needs will rot
stmply disappear. ¢
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THE SHORT CIRCUIT MODEL OF READING

Nancy M. Lueers
Mid-Continent Regional Educational Laboratory (McRel)

The reading process has been examined by a number of theorists (Good-
man. 1976: Gough 1972: Holmes. 1976: LaBerge and Samuels. 1976: Mack-
worth. 1971: Mathewson. 1976: Ruddell. 1976, Rumelhart. 1977). These
theorists each describe the reading process from a slightly different per-
spective and 1n so doing. tend to ignore important aspects of the reading
process that others have described. In this paper. 1 would like to introduce
and discuss six different factors that I believe all reading theorists consider
to be important to the reading process. relate these factors to the problems
a bilingual child might have as s/he meets the printed page. and discuss the
interrelationship between factors as it affects the bilingual child. The Short
Circuit Model. which is presented at the end of this paper. is an attempt to
consolidate these six different factors into one model of reading capable of
explaining the diverse reading processing that occurs both between and
within individuals of any linguistic group.

Six Short Circuiting Reading Factors

The name **short circuit’" has been given to this.model because. in many
ways. it adequately describes what happens bioelectrically in the brain.
When any information is lacking or is different from that which the reading
task requires with regard to any of the six short circuiting factors, a "black-
out” occurs that makes the individual aware s/he has met something new -
to his’her cognitive system. The severity of the short circuit will depend on
two things: the importance of the information to a particular reading task
and the importance a particular individual gives to the information s/he is
lacking. This therefore meas that ali of the factors will not necessarily have
the same short circuiting potential: the effect of each of the factors on the
reading process will depend greatly upon the individual and his specific
interaction with the printed page. The six short circuiting factors include
the following:-hnguistic factors. sociocultural factors. attitudinal and mo-
tivational factors. neurological factors. perceptual factors. and cognitive
factors.

Linguistic Factors

How important 1s the knowledge of a language to the reading process?
What 1s “knowledge of a language'"? Is it the knowledge of words. or the
knowledge of syntax. or the knewledge of logic between ideas. or the
knowledge of semantics? Does it include knowledge of a specific dialect or

z

62

74




Q

ERIC

Aruitoxt provided by Eic:

The Short Circurt Model of Readmn: 63

«an the knowledge of a specific dialect interfere with the reading process
when 1t does not coincide with o specific authos s syntactic ““style”” In the
case of 4 second language reader or bilingual child. does that individual
have any language skills that wili help him her meet the printed page or s
s he ““starting from scratch™?

In this discussion. haguistic factors will include the linguistic processing
done by the child from the ability to diecriminate between letters ¢ d words.
10 the ability to correspond sounds with these letters and words. to the
ability to understand the words and syntax used in the passage. to the
ability to understand the reaning of the whole. All are important linguistic
tactors. Because the acquisition of the abihty to discriminate and attdch
meaming to letters on the printed page 15 similar across children, | would
like to discuss the effect of learning to read an unfamiliar language on the
bilingual child i

Because reading involves the use of a language 1o convey thoughts across
ume. 10 read and comprehend well demands that an 1ndividual have an
extensive store of hinguistic labels for different aspects of his environment
and also understand how those labels can be placed in relation to one
another If the word used on the printed page does not correspond to the
label a reader has for the specinic thing being discussed. or she has no
knowiedge of or hinguistic label for that ~hich is being discussed. tiien the
reading process will be short circuited. The application of this possible short
arcuiting factor to the biingual child. who perhaps has other linguistic
labels for his environment than those used cn the printed page, 15 obvious.
If the words being used on the printed page cannot be attached <o something
that has meaning for the child. then these words will rematn incomprehen-
sible for that child. If the child has mastered the phonic relationships be-
ween sound and symbol, mouthing of words may occur when the child iy
asked te read aloud. but no comprehension will take place during this ““read-
g’ process because the child can attach no 11caning to the sounds.

Syntax s another possible short circuiting factor. Many studies have been
done examing the child's understanding of different syntactical structures
of their numn e language (H D. Brown. 1970, Slobtn. 1966a.b: Thorndike.
1971, Bormeuth, Carr. Manning & Pearson. 1970). and all have discovered
that children from preschool to at least fourth grade have difficuity n

weighting ™ semantic elements as signaled by different syntactical arrange-
ments Children in therr acquisition and understanding of language seem to
hrst develop an understanding of the very basie clause structures used by
a hinguage e . 8-V SV, S\ etc.) and only later develop an aware-
ness of and understanding of the more difticult sentence patterns (Miller.,
1979 Brown. 1973 Slobin. 19664.b McNell. 1970y

tor example conader the following

Fxample I the child s running  She s in the woods The bear s
chasing , 2r He s hungry  The girh s scared She wants
to get to her grandmother s house

xample 2 The seared child 1s running through the woods away trom
the hungry bear. hoping to arrmve soon at her grand-
mother s honse

In the first example the syntacne relationship between words s made ox.
phat cach sabiect and s accompanving verb are presented together In the
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second example. there 1s g great deal of information that ~ not stated cx-
plicitly by the author. Since the child s runming away from the bear. it 18
presumed that the reader already Knows that the bear is chasing her Also
notice the subtle way that the reader 15 supposed to discover that the seared
child 15. 10 fact. a gl ““hoping to arrive soon at her Grandmother’s house.”™
Alo important in the second example s the fact that whereas 1n the first
example the posiioning of subject and verb together meant that they were
related to one agother. this 1s not necessanly true in the second cxamplz.
I the bear hoping to arrve at the Grandmother’s house. or is the child”?
With the increasing difticulty in sy piactic complexity comes an increasingly
difiicult presentation of meamng with which a child. especially a bilingual
child who has had limited exposure to a language. will have difficulty

Syntax also seems to be used as a semantic ““chunking”™ mechanism. In
tic fitst example. the reader s presented with six different “hity” of  for-
mation. each bit bemng equal 1n importance to the one that precedesat. In
the second example. the reader s presented with one main bit of informa-
tion. * the child 1s runming.” and all other information s made subordinate
to it Obviously the second example leads to 4 method through w hich hu-
mans can cognitively conserve computing energy because there s only one
main 1dea to remember. but it also presumes tiat the reader can efficiently
and ctfectively extract thet meaning from the sy ntactical means of present-
ing 1t If children whose native language s English have difhculty extracting
this intormation. why should st not also affect the reading process of chil-
dren trom homes where the language and or syntax used does pot corre-
spond to that used by the author in the text’

As has been demonstrated above. hinguistic tactors can have a great deal
of effect on what s understood by the bilingual child. however. kanguage.
although 1t 18 the most obvios s short aremting factor when beginming to
undeistand the reading process ot the bilingnal child. s only the first factor
to consider

Sorctocadtural Factons

soctocultural tactors. when apphed to the rcading process. include the
presuppositions that both the author and the child have learned from ther
souocultural group and bring with them to the printed page regarding tra-
ditions, religious and pohtical institutions. religion. man’s relationship o
man. and even man s relationship to the universe and a supernaturai being
All Children. as well as all adults. from all sococultura! groups come to the
reading situation with such presupnositions that have been acquired from
interaction with family and friends  Streiff (1978). who 1~ interested in the
effect of sococultural presupposttions in the reading process. has conducted
a tesearch study that suggests the importance of these factors on reading.
particularly tor the bilingual child or the socioculturally “different * child
Atter completing her study ot the reading done by diferent groups of Alas-
han Children. Streitt (1978) makes the tollowing statement

[ he studies which investigated reading materials which were generated
by children mught indicate that more than dialect differences are at
work n slowing the reading progress of children who are soually and
hinguistically ditterent trom children ot the mamstream ot American
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life. Such materials would reflect not only phonological. syntactic, and
semantic similarities to child oral language. but would also incorporate
a child’s view of the world. if rendered accurately by those who re-
corded the stories. (p. 47-48)

Other studies done with older subjects al<o suggest the existence of so-
ciocultural factors that can distort the meaning intended by the author when
read by an individual with different sociocultural presuppositions thai that
of 'ne author Gatbonton and Tucker (1971) examined the piccessing of
Ar.erican literature by second language learners of English anu found that
a second larguage reader seems to process information from the printed
page through a cultural filter that can affect the understanding or appreci-
atwon or the literature being read. Another study done by Steffensen, Joag-
Dev. and Anderson (1979) examined the cultural filtering that appears to
occur as a reader reads a story with cylwral presuppositions that are un-
famihar to him. They studied the responses of Indians and Americans to
the reading of an American-based and an Indian-based cultural event and
found that subjects rezd their native culture-oriented passage more rapidly
and recalled a larger amount of information from it in contrast, subjects
responding to the foreign passage produced more culturally-based distor-
tions of the meaning intended. It appears then. that the greater the lack of
congruence of sociocultural assumptions between the author and the reader.
the greater will be ti.e lack of congruence between the message intended
by the author and the message reccived by the reader. Sociocultural factors
are one of the most important factors jn short circuiting the meaning ob-
tained by a reader from the printed page.

However. sociocultural factors can influence the reading process in an-
other way. Bernstein (1965) suggests that sociocultural factors have a very
defimite impact on the language the child develops. After studying not bilin-
gual children but children from diffesent socioeconomic groups in England.
he discovered that the language and syntax ysed between the two different
groups varied greatly. His final conclusiop was that ““the form of social
relation or—more generally—the social structure. generates distinct lin-
gusstic forms or codes and these « odes essentially transmii the « ulture and
so constramn bekaviour™ (author's jtalics) (p. 149). Hailiday (1978) also sug-
gests a simular relationship between language and one’s sociocultural group:

Language 15 the main channel through which the patterns of living are
transmitted to him jthe child]. through which he learns to act as a
member of a “society —in and through the various social groups. the
family. the neighbourhood. and <o on—and to adopt 1, “culture.’ its
modes of thought and action. its belefs and its values. ip. 9)

Therefore. sociocultural factors can influence the reading processing done
by a hihingual chdd not oaly by affecting the meaning s/he receives from a
passage. but alvo by affecting the language s/he iy capable of understanding.
In the case of a bilingual child. the effect of the sociolinguistic short cir-
cuiting may appear to be different from the effect of a **normal” child who
meets a topic on the printed page which is out of the realm of his experience
or whose language does not comncide with that used by the author of the
text. but. in effect. the two “different” types of readers are only two dif-
ferent examples from o continimm of examples of the possible sociocultural
hinguistic short circunting which can occur in the reading process.
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Attitudinal and Mot ational Factors

Attitudinal and motnational factors al o play an important role in the
reading process Athey (197() suggests that it 1s affective factors that prepel
the workung perceptual and cognitive system into action and sustam it through
the duration of the task. Mathewson (1976). 1n his description of the reading
process. describes what <ome of those affective factors are: for Mathewson.
the motivational factors include curiosity. achievement. activaty. and. 1 would
like to add to s hist. the need for literacy. In turn. the motivational factors
are mfluenced by the attitude the reader has towards what s he is reading.
attitudinal factors involve the nteraction of prior values. attitudes and be-
liefs the reader has with the meamng derived from the input from the text.
if the individual feels acceptance towards the processing that is occurnng
as s he meets the printed page and thus feels motivated enough to continue
his interaction with the pnnt. s he will continue: if not. the process 15 dis-
continued The task of reading 1s therefore greatly influenced by the moti-
vation one holds for that task of reading: and this motnvation, n turn 15
greatly influenced by the attitude one holds about the reading materials and
reading itself.

Attitudinal and motnational factors are affected not only by each other
but alo by both linguistic and sociocultural factors. As discussed above.
sociocultural factors work das a sort of filter through which messages are
sereened I a message s felt to be of importance to the sociocultural group.
then the message will probably also be of impor:ance to the child from that
sociocultural group and will be given the appropnate attention: if not. the
message will be mimmally attended to or st will be lost. Sociocultural factors
must be considered to have a very strong influence on attitude and motivation.

T'he effect of soctocultural factors on language has been mentioned pre-
viously however. the interaction between sociocultural factors and linguis-
tic factors also affects motnvational and attitudinal factors. If the reader can
not comprehend the language bemg uced or if his linguistic mteraction with
the world does not include an understanding of the topic being discussed.
then these will influence the attitude and motivation the reader feels towards
the task of reading

Attitudinal and motnational factors play an important rofe in determintng
not only whether the reading process does occeur. but also what information
the reader percenes and understands from what he reads In-this respect.
the bilingual reader is no different from the * normal™ rcader.

Nenraologrcal Factors

There are two important issues that need to be emphasized 1n this dis-
cussion of the effect of neurological factors on the reading process First.
1 will be discussed under perceptual factors. neurological “ms-winng”
can affect the reading process simply by affecting what 15 perceived by the
cye as it looks at print. if the neurons are functioming improperly. this will
greatly interfere with the visual processing involved n the reading process
Secondly. the bram. or neuronal network. 15 the medium through which al!
information from the environm-at 1s processed . the information either learned
or carried genetically by it win influence and color what 15 cogmtively per-
cened and processed through it Both the pre-wired and learned cultural
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and cogmtne factors that are part of the neuronal network nfluence a
number of aspects of the reading process:

I. They wul influence the message that i recenved from print by the
reader by forcing the reader to attend to those hits of information that
he understands and holds an interest in learming

2. They will affect the attitude and motinvi. on a reader will have towards
the content of a specific message.

3. And they will also affect the expectations a person holds about what
he will meet on the printed page. As will be discussed later. expecta-
tions piay a mayor role in determining what we perceive or understand.

However it 1s important to remember about this nhented and learned in-
tormation that 18 attached to the neurological network that this information
includes both lanuage and alingustc experiences The bilingual child may
come to the reading situation without the appropriate language. but s‘he
dues nor come without a variety of alinguistic expeniences that can be used
to help him her acquire the language. This 1s one of the most important
things to remember when choosing appropriate reading matenials for the
bilingual child.

These neurological facturs are also closely related to the other reading
factors Language 15 that which 1 learned by the neuronal network to so-
dally transmit 1deas and perceptions contained in the neuronal network.
The 1deas and perceptions contarned in the neuronal network will be to a
great extent determined by or influenced by one’s sociocultural group. And
the combination of language. 1deas and percepticas and inhenited cogmitive
information will interact to form one’s attitude tow ards specific reading
matertals and the motnvation one feels 1n carrying out the specific task with
which s he 1s confronted Neurologieal factors play a particularly important
role in the reading process because they are the medium through which all
‘nformation 15 processed.

o apply the discussion of these factors specifically to bilingual children
1s difticult  I'he information contained in the nevronal network 15 obviously
A tactor related to speafic individuals and how they perceive and understand
the world around them That perception and understanding may be rejatec
to genetic information that 15 coded 1n the bram at birth, it may b- -
to the mformaiion one acquires through interacting with the environn.at.
OF it may even be related to the language one uses 1o commumcate that
avperience  The degree to which neurological factors affect the reading
process stll renains o mystery, but 1 believe. 1t remains o mystery that
necds to be examired more cosely

Ioccoptual Tactors

Biuner and Minturn ¢1955) suggest that there are tw o different processes
that must be convidered durning the act of perception

In percemving there are two analytically separable processes. The first
15 a process of spatio-iemppral-qualitative organization that makes pos-
sible such phenomena as tigure-ground formation. the segregation of
contours, the perception of plane surfaces. ctc¢  The second process s
ustially called dentihcation or recognition by which we are enabled to
see an object oy something (p 23
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Therefore. perception involves both the uct of perception and the under- °
standing of that perception. In a discussion of reading, both the act and the
understand.ng need to be addressed.
1 would like o first discuss the efficient operation of the neuronal network '
and_its relationship to the act of perception. It is important to remember
that. in reading, there is an act of pcrcemng—leaefsor print-in-some form.
an act of attaching some nitial mednmg to that perception, and an act of
attaching other meanings to the meamng that has been derived from that
perception. If a neuron is *“mis-wired™ neurologlcally so that something
_hdppens to interfere with the efficient processing of that visual information.
~ the reading process will be physiologically short circuited. an obviously
. important factor to consider when discussing the reading process. This
physiological short circuiting is what probably occurs duning the reading
process of a “‘learning disabled™ child.
However. assume that. neurologically. the perceptual process is proceed-
. g in an efficient manner. what then becomes lmporl"nt to the perceptual
process”? There are three aspects of perceptual processing that are important
to the reading process: we see what we expect to see: we see what we want
to see: and novelty. which is only determined by the reader himself and not
"by the reading materials. will attract attention.
First. consider.the statement that we only see what we expect to see.
The perceptual process. especially that part of the process in which iden-
' ufication occurs. involves an expectancy held by the organism. a physio-
— logical preparation of the neurons. and. in conjunction with that physiological
- preparation. a cogmtive preparation that involves the selection of an appro-
priate category to use in response to the environmental stimuli (in reading.
the print. ihe ldnguage. and the text message). The expectations and prep-
arations an individual makes before he actually perceives that environmental
stimuli probably determine. to a great extent. what is actually perceived i
and understood by that individual. |

Related to this aspect of perception that we see what we expect to see is |
the idea that we see what we wans to see. Yarbus (1967) experimented with |
the eye movements of subjects as they examined a picture for different |
types of information. With each new set of directions of what to look for
came a vanafce in the eye movements of the subject when examining the |
picture . Undoubtedly the same occurs during the reading process. A reader’s
expectations and what he wants to learn or understand of a readiug passage ‘
will greatly determine how much attention 1s paid to the graphic mformation
on the page and also determine what degree of comprehension the reader ‘
has of any speaific reading passage.

The final important aspect of perception is that novelty attracts attention. {
As i reader meets novelty of any kind on the pnnted page. he will cogni-
tively register that novelty in some form. With an increase in the amount
of novelty that must be assimilated by the reader will come an increase n
the amount of cogmtive effort a reader must expend to read: both will un-
doubtedly result also in only a mimmum of information being obiained from
the pnnted page. The novelty of the perception must therefore be consid-
ered to be an impostant part of the perceptual processing that occurs during
the reading process.

Perceptual factor\ are also closely interrelated to the other factors. Per-
ception is determined to a great extent by the information contained in the

'
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neuronal network. !f we see what we expect to see and want to see. then
the information we already possess must be working to affect what we learn
from the environment. Sociocultural factors also undoubtedly influence per-
ception in a similar way. If the sociocultural group has a mea.. of influ-
encing what one values. then perception will be controlled in this way. And
the attitudinal and motivational factors are related to the perceptual factors
in that we see what we want to see: if what we see does not match what we
wanted to see. we have the choice of changing what we want to see or of
not perceiving. The latter is the usual choice.

The importance of expectations and of novelty as short circuiting factors
for the bilingual child needs to be emphasized. During the reading process.
a child must have expectations about the code s/he is to read, the language
that the code is transmitting. and. to a certain extent. have some expecta-
tions about the ideas that are being coaveyed in the text before the reading
process can proceed smoothly and easily. Athough developing expectations
about the code 1§ important to all children learning to read, when a child
comes from a home where parents speak a different language from that of
the language used at school. s/he must develop expectations about the lan-
Buage and probably also develop expectations about the values and attitudes
that will be expressed by that language in books—as well as develop ex-
pectations about the code. When considering the requirements that novelty
Places upon the individual. it becomes apparent how the novelty of linguistic
factors, sociocultural factors and perceptual factors for the bilingual child
can all affect the reading process so that the maintenance of the needed
atuitude and motivation for him/her to deal with the task of reading is made
difficult.

Expectations, desire. and novelty all play a large role in determining what
will be percewved and understood by the bilingual child: and all should be
considered in choosing the appropriate reading matenals for him/her.

Cognmitive Factors

How 15 the information that 1 perceived organized? What role does hu-
man memory play in both setting up expectations and forming conceptual-
1zations? Lindsay and Norman (1977) offer an explanation:

Expectations and conceptualizations must play a major role in the anal-
ysis. Our memory system mamtains a record of past experiences, a
general knowledge about the organization and format of the events we
experience. and knowledge about the structure of language. The in-
formanon from meniory must become combined with the information
from the sensory analysis. Just as the dara-driven part of the analysis
must play an important role. so too must a ¢ onc eptually driven analysts
become 4 part of the processing cycle. (p. 278)

In this statement Lindsay and Norman are suggesting the interaction of two
different souices of knowledge that affect the processing of new environ-
mental information: knowleag: gained from the sensory data available in
the environment and knowledge gained from e information that is already
in existence in the individual’s memory system. Both sources of knowledge.
the sensory and the cognitive. interact so as to form the meaning obtained
by the individual from the environmental stimulus which 15, 1n the case of
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reading. the printed page Streiff (1978). whose work with Eskimo children
was reported 1n conjunction with the previous section on sociocultural fac-
tors. suggests that an underlying schemata or organization of long-term
memory might be aftecting the processing of stories by children who are
outside the mamnstream culture:

It would appear that interpretauon. or the way in which new infor-
mation might be categonized 12 the long term memores of young Es-
kimo children. could be as important a potential source of apparent
reading errors as linguistic inadequirey®p. 54)

In considening cogmtive factors. ther¢ are a number of important ideas
to consider. First, there 1s an interrelated neiwork of concepts contained
in the human memory system (Lindsay & Norman. 1977). This network of
concepts is a result of the learning done as an individual interacts with his/
her environment  Second. these interrelated conceptual and abiiity net-
wqrks will have an 1mpact on one another so that they will either work
together. which is the most efficient way for a cognitive process to be han-
dled. or. in the case of a lack of information on any of the system’s parts.
they can work separately. Thurd. because there is an already existing web
ot concepts ovanlable to the individual. s/he will first attempt to assimilate
any new nformation s he encounters using those categories and concepts
already available to him her. It 1s 1n this way that this existing web of
concepts present in the cognilive system may greafly determine the amount
and kind of information a reader recewves from a passage. No matter what
the information 1s that exists on the printed page. be it the print. the lan-
guage. or the message itself. 1t must first be processed by the already ex-
isting memory store before it cun be assimilated by the individual. Information
that 1s eastly assimilated by the existing cogmtive structures will be easily
and efticiently ncorporated: however, 1t the existing cognilive structures
are tnadequate for the task or are 1in disagreement with what needs to be
assimilated. then the mformation will be distorted and then incorporated.
or 1t may be 1gnored altogether.

Therefore. 1t must be remembered that all informatioa that an individual
recenes from his her environment 1s tirst processed by the portion of the
memory system s he sees as being relevant to the task. Once the information
15 sereened” for s importance to the tndividual. Hnly those aspects of the
information that have meaming and importance for him/her will be assimi-
lated. When apphed to reading. this means that the intelligibility of any
message for an individual will depend on his/her previous stores Jf knowl-
edge of the print or written code. his/her knowledge of the language and
the topic being discussed. his‘her understanding of socioeultural presup-
positions involved 1n the message. his/her interest and attitude toward the
message. and the expedient operation of the neurological system. The short
circmiting of any subsystem decreases the efficiency of the reading process
and may nterfere with the message being received from the printed page—
for both the bilingual and the proficient reader

N

The Short Circaat Model

Recall that | have attempted to include hinguistic factors. sociocultural
tactors. attitudinal and motrvational factors. neurological factors. percep-
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tual factor< and gognitive factors Into this model (see Figure ). The inter-
action of these factors in the reading process does not allow for the separate
conceptual representation of each potential short circuit'ng factor. so the

representation as it relates 1o the factors and their witeraction will be
addressed.

FIGURE |
THE SHORT CIRCUIT MODF |, OF READING
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First. consider the - stential short circuiting by lingwistic factors The
linguistic factors involved 1n the reading process ‘are included in he diagram
of the Short Circut Model 1n the separate and yet continuous range of
boxes appended to the sociocultural and semantic network These hoxes,.
labeled with different divisions of hnguistic umits. are séparated from one
another because each has the potential ability to short circuit when .:/for-
m=tion 15 lacking in any one of them. These hoxes are continuous, however.
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secause. although one box can short circunt without causing a “black-out™
in the other boxes. the increasing store of information 1 any one box s o
4 great extent dependent upon the stores of information in the box which
precedes it. and because. although a language system can be divided struc-
turally snto those separate divisions, these divisions are it times ar'sitrary
It must be remembered that i the case of a bilingual child. aithcugh ~ he
may not have the ent-cely appropriate stores of information regarding the
language he she s expected to read in. the linguistie stores of information
are not cmpry The information cor” uned in these stores regarding his her
nacve language can be used by the cild to help him her decode the message

- another language

The Sociocultural and Semanue Network to which language 1s appended
1 the magor part of the iormation processing rechanism involved 1n the
reading process  Although this network is separate from the Sern ry !n-
formation Storage Box and the Mcaming Box. I consider the three to be
only three difterent aspects of the same systeni. the memory system These
three boxes imvolse four of the factors described previously: sociocultural
tactors. neurslogical factors, perceptual factors, - nd cognitive factors. This
moayor part of the information processing mect.anism has been called “net-
work 0 as to Sigmity that it s the network of neurons whose aperation
both stimulates the process of responding to environmental sumuli and acts
as the medium through which the environmental stimult are responded to.

In this way. perceptual tactors and neurological fectors are invchved 1n
the model This network has been desigazied as a sociocultural and se-
mantic network to immply that the socioenltural factors and  he cognitive
tactors that form the emantic sysfem used by an individuai ¢ in many
ways determined b that neurological network and the perceptual interac-
tion that network has with its environment

Soctocu!.aral factors have been included in this madel attached to the
neurondl neiwork for twe reasons  First, as discusse . previously. I believe
part of these tactors are inherited and already “pre-wired” into a child at
the tme of birth as part of the neurological system. and. second, [ believe
that e interaction of the individual with the sociocultural factors in his
environment. including the language and valuzs of his particular group. will
toster a specitic type of learming by that neuronal network  Both aspects of
the sovwocultt -l tactors are suggested as being volved n the neuronal
netv ork

Newrologieal factors gave bee. :ncluded in this model as the network te

. whith all the other factors are related As mentioned above. tis the medium

thtgrally a physical medium) through which all information s processed
and ssimidated

Perceptual factors are related to the neurological fuctors because for per-
ceplion te oceur. the system of newons must be operating effectively and
cftivently. and they are related to cogmitive factors because the storage of
information n the cogmtive system will, to a great ex.ent. determine what
information s percenved

Cogmtnve factors have been integrated into the model 1n the form of a
system of semantics The cogmitive organization of the newronal network
will determine the ~ystem of semanties dese’ ped and used by the individual
1o process envirenmental stimuh

All of these factors in turn will affect one’s athitude and motivation. wow -
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ever. the attitudinal ard motnational factors have been included in this
rodel in the form of a “"plug.” Without the appropnate attitude and nec-
essary motivation. the system will not be forced into s, operating state. An
individua! must bec.,me “plugged-into™ the pnint setting for the reading
process even to occur.

Simply describing the interrelationship of the factors in the model does
not sufficiently describe the model 1tself. however. The other parts of the
model that have also been included to more accurately descnbe what is
occurnng as an individual meets the printed page include the print setting
and the three memory Systems: sensory information storage, long term
memory and short term memory. The print setting (Neisser, 1976) or what
is “plugged-into™ by the reader. has been included n this model because
It 15 important to understand that a reader processes both print and any
information surrounding that print which might aid in it interpretation. The
print sefting can include situational context. pictures that daccompany print
In storybooks. the shape of a logo that accompanies print. or a particular
envirenment in which only a particular type of story is read. ™" » context
ads an individual in creating expectations about-what js goite  be read
and. therefore. plays an Important role in the interpretation of the print.
This part of the model 1n of particular importance whea considering the
bilingual child's first attempts to read. With a great deal of context and
support from pictures, reading will not be nearly as difficult as when s/he
does not have that “print setting” to help him/her understand the message.

Another ir+ sortant aspect of this model is the inclusion of the three dif-
ferent memory systems discussed 1n the psychological literature: sensory
tnformation storage (sometimes referred to as iconic memory), long term
memory (the sociocultural and semantic network in the model). and short
term memory (““meaning”™ in the model). The memory sy<tems have been
included in this model to cmphasize the importance of long term memogy
In selecting and screeming the environmental information it meets and Yo
emphasize the importance of Jong term memory 1n determining what wil}
be asamitated irom the information that has been selected and screened.
Note the order of the memory systems. The sensory information storage
system where the intial perception 1s recorded 1 placed first: long term
memory where (he initial perception 1s examined for meaning and reievance
fo the individual 15 placed second. and then short term memary. where the
informat: n that the individuad decrdes 1s Important to him-her 1s practiced
and sent back into long tei.a memory. 1s placed third The active role that
the reader. .with his her stort , of information. plays in the reading process
<an not .ind should not be ignored in zny reading model. The Short Coreunt
Madel atrempts tiy graphscally represent why this 1s so

The Short Circaat Model Applied 1o the Bimgual Reader

Altheugh the application of the short ciremting factors to the bilingual
reader has. in g sense, already been discussed. 1 would hike 1o revicw some
ol the most important short circuiting factors in an attempt to emphasize
how the Short Circant Model can be apphed specifically to the bilingual
reader

The short circnting effects of language on the reading process of a bilin-
gual chid are obvions  Without lingwistic background in the language
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being used o convey a4 message. the child has very litle chance of com-
prehending the message This does not mean. however. that the bilingual
child has no chance of comprehending the message. 1t must always be
remembered that the bilingual child does have a language and does have hfe
experiences that will also help him her decode the message on the printed
page—even 1f » he does not have a good command of the language used to
convey the message The strengths that the bilingual reader can bring to the
reading sttuation should, therefore. be used to help him her overcome weah-
nesses, instead of assuming that the b hingual child has no infermation that
will help hum her in decoding the toessage on the panted page.

The biingual child also may have ditficulty with the sociocultural as-
sumptions involved 1n even the simplest of reading materials. Values are
conveyed in all lesels of reading materials The degree to which those v dues
are n accordance with the values held by the child will deterrine not only
the child’s comprehensson but also the child’s attitude and motivation to-
ward reading .

Attitudinal and motivational factors obviously affect all readers, however.
ther importance to the reading process of 4 bidingual child needs to be
¢mphasized  Not only 1s the child faced with the task of reading. but also
s he 1s taced with the task of acquinng a language. possbly acquiring
knowledge about a ditferent valie system, acquiring different expectations
about his environment and what types of behaviors are expected of hm,
and s he alvo may be expected to acquire a ddferent cogmtive cataloging
syatem inarranging ideas differently from what s he has already been taught
through his her natne langiage 1ne bilingual child has an incredible learn-
ing task facing kum her. and theretore neeas a great deal of support so that
the needed attitudinal and motivational tactors will ke available. for the child
to support that learming process

The short circuning effect of newrological factors perceptual factors, and
cogmtive factors afl hase to deal with the information the child possesses
at birth and the information he she gains through his her own interaction
with tue environment  To apply these factors to the bilingual child withowt
taking, 1nto consideration cach and every child™s umque understanding of
the world around kim her would be o distortion of the trutk The degree to
which the experiences and langiages of the author and the rcader coincide
will probabls determine the degree to which the.message understood by the
reader will be congruent with the message intended by the author But how
often does that ocaur’

1n understanding the reading process of a bilingual ¢mld. what the Short
Cirat Model attempts todemphasize 1s not the difference between the bi-
hingual reader and the monolingual reader, but rather the similanties that
exnt between them. the ditterences being only 1n terms of degree—not
absolites  The bilings 1l «hild does Tack a great deal of information when
faced with the task ot reading 1n a language that 15 foreign to him her abont
a topic that may aiso be foreign to him her However. a monolingual reader
mects the same ditheglties when taced with syntax too difficult tor him: her
to understand and a topic with which s he has no experience.

In beginning to understand the reading processing done by all readers.
we must begin to aceept the fact that all children. both talingual and mono-
lingual. come to all reading tasks with a great deal of informaiton, and.
likewise. that both groups ot children come to all reacing tashs lacking o
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great deal of information The bilingual child will probably have weaknesses
In areas where other children May not have weaknesses: and to arp-opr-
ately help the bilingual child deal with his her weaknesses may re uire
different instructional strategies and matenials from those used with mouo-
hingual children. However, basically. the bilingual child s only another child
who s attempting to master the magic code and its meaning on the printed
page—no more. and obviously. no less,
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IMITATIVE READING WITH BILINGUAL STUDENTS
Peter L. Pelosi,

University of Delaware

One of the greatest challenges facing educators today 15 the need to pro-
vide more effective reading instruction for the bilingual learner. From an
educational standpoint. there has been little progress in the development of
theoretically and pedagogically sound programs for teaching basic reading
and language «kills to a bilingual population.

The most fundamental approach for teaching bilinguals has been to change
the mainstream teaching methods and n aterials. making teaching and learn-
ng proceed at a slower pace—the “*louder and slower™ method of instruc-
von. Coupled with the tendency to slow the pace of instr iction is the
tewdency to fragment instruction into isolated linguistic units of the reading
process—phonemic/graphem,c correspondences. syntactic and semantic
features. morphological characteristic . efe.

This atomized approach to reading instruction tend- to become counter-
productive for the beginning bilingual reader. What is necessary is a format
that will alfow students te read stories. to deal with words in context, and
to participate in con. rsational activities.

In short. a great deal of effort is spent on adapting conventional mcthods
of teaching reading to second language learaers. Adaptation has assumed
that siudents are aware of the conventions of ptint or that they can learn
these conventions independently. Consequently. secend language learners
are rarcl given the opportunsty to put the “pieces™ of the reading process

* back togethe-.

FL 012 744

Q

In the development of any teaching approach there are a vanety of edu-
cational factors to be considered. one of which is the characteristics of the
population. Whag des.zning a tcaching method for yse with a bilingual pop-
ulatu-n. the mater Jocus 15 to increase both langnage facility and reading
abrlity. dwerefcre. the entire approach is designed to provide the student
with the vpportunity to read, use. ahd histen to a standard or school lan-
R4S Another magor consideration s to treai the population. from a the-
oretical view only. as remedial. By assummyg that the bilingual student be
treated s remedial . the attempt to simultancously pull together accomplish-
meat. success. and productivity hecomes a built-in prerequisite. With »
comprchensive focns integrating the development of basic reading and lan-
guage ability. student achievement 5s more easthy monitored through stan-
dard mea.ures

The Biingual :ude e

Before describing the techmique 1tself some discussion of the bilingual
student s mandatory A supnising discovery for many new teachers bs.
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lingual programs 1s the student’s general lack of school language ability 1n
cither language. Educational research.rs. for example Gumperz and Her-
nandez-Chaves (1972). support what mast teachers in bilingual programs
learn very quickly. Briefly stated. that knowledge supports the fact of a
tilingual's language deficit 1n two languages rather than one. as measured
1n the school setung. The present day bilingual population, as viewed from
4 schoolman’s point of view. for the most part has a problem not in one
language but two languages. which is reflected in the acquisition of both
reading and language skills as developed in the school curmiculum One
mught add that for bilinguals this school fanguage deficit. for fack of a better
term. 1 apparent 1n rural and urban bilinguals as well as in migrant
populaticns.

In order to understand the rationale for using the Imitative Reading Tech-
mque (IRT) with bilingual students. 1t is useful to examine the character-
istics of bilingual students that are pertinent to reading. Because of the
controversy surrounding the 1ssues of “'cultural deprivation vs. cultural dif-
ference.” many charactenstcs of bilinguals have been underreported. Tie
purpose of this descripion and clanfication is not to make assumptions
about the causes of the characteristics. but to profile the students’ abilities
ana disabilities 1n order to make appropriate educational recommendations.
This procedure 1s the core of diagnosts and remedial techniques.

The first area of concern with a bilingua! population is that of general
verhal ability 1n standard English or school language. For example. a bi‘in-
gual's verbal ability is charactensucally below the average rapge on stan-
dard measures of vocabulary achievement. A second characteristic 15 that
of Iistening ahility 1n the areas of vocabulary and sentence comprehension.
which also 1s often below the av-rage range. Furthermore. speaking ability
i school language s usually measured as less matbre than peer counter-
parts who are not classified as bilingual.

Finally. when the student 1s administered a language preference test. the
result 1s a measurable deficit i hoth languages or. to be more clear. "no
lunguage preference.” Similarly when the bilirgual child is administered
measures of receptive and expressive verbal at ility in standard or school
Spamish. deficits are found 1n vocabulary. speab ing. and listemng abilhity. A
Iist of characterstics for bilinguais was develuped and then substantiated
through climcal observations These characteristics tend to be representa-
tine of the hilingual population eventually included 1n the imitative reading
project

I Non-Enghsh.speaking

3 lamited © serbal abihty i ° school” Enghsh and i ~school”™ Spanish.

1 ~Limited” histeming oLty 1n situations where “school”™ Enghsh is
spoken

4 Mixed language prefer=nce (preference dependent on soctal variables).

& 1 mted” speaking ability (school language).

However. from studies of Labov. et al (1968) 101 notalways clear whether
the tanguage dehest 1s a reflection of the social structure of the school or
the socl structure of the peer group. Liabov consistently found that .tu-
dents were much mare expressive 1 peer group conversation sessions than
when a rescarcher or teacher was present.
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One further note is that characteristics two through five listed above are
found to be concomitant with difficulties in learning to read. These reading
difficulties are frequently reflected by_achievement testing, the most uni-
versal approach for evaluating bilingual p. _rams.

In addition. the bilingual student may exhibit any or all of the additional
characteristics similar to those of a disabled reader:

6. Inadequate word identification skills (in a passage).
7. Inadequate comprehension of written materia).
8. Low achievement in reading-related subject areas.

In short. \he typical bilingual student facing difficulties in reading and
language is innibited by specific language factors directly related to pre-
dicting success in school. These factors impede normal achievement in most
school reading and language programs and can result in educational prob-
lems needing remediation. Therefore, the development of an approach for
teaching can be facilitated by an adherence to prnciples of remediation. It
is from the standpoint of remediation that a program for teaching a bilingual
population has been developed.

Background for Dev eloping Imitarn ¢ Reading

As mentioned earlier, the development of a viable approach for teaching
reading and language skills .to a bilingual population seems to be most ap-
propriate when based upon principles of remedial teaching. Furthermore,
the focus on integrating a good model of both reading and language practices
was an essential component. The imitative reading technique combines prin-
ciples of remediaion and proyvides for a focused approach to reading and
language development

More than seventy years ago educators were superficially discussing an .
instructional technique that could capitalize on a student’s ability to mimic
the teacher. In 1908, psychologist Edmund Burke Huey described a tech-
nique in which a student simultareously reads along with the teacher. It
was a simple one-step proces-, and actually provided a student with a good
tcacher-model to follow. Mention and probably use of Huey's method dis-
appeared until R. G. Heckieman (1962. 1966, 1969) described a similar tech-
nique that was essentiafly a system of ynison reading by the instructor and
student. Heckleman's technique, the *Neurological Impress Method." made
the student point to each wor ! as 1t was being read as a necessary element
of a one-step process.

Other educators such as William C. Jordan (1967). Paul Hollingsworth
(1970, 1978). and Carcl Chomsky (1976) developed methods of unison read-
ing very similar t. Huey and Hecklemasn. The mayor difference in their
methods was that they outlined a two-step process in which the stude 1
first follows along silently and simultaneously with a taped recording of the
printed text Secondly. the student reads along with the recording. The
precise amount of reading and histening was not reported by any of the
rescarchers. A compounding problem with each description of this imitation
mcthod was that althcugh students were able to hsten to the selections as
they were being read the teacher could never really be certain if the students
altempted to read independently. There was. in addition. a very limited
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control for evaluation and a limited provision to provide any correctional
procedures for the student. Nevertheless. the potenuial for student accom-
plishment seemed to be arvailable.

The Imtatne Reading Technique (IRT)

The imitauive reading technique (IRT) draws from the simultaneous reading
fi- st developed by Huey (1908) and described by others | have previously
discussed. Built into the technique for a more comprehensive approach to
teaching reading and language skills to bilinguals is the opportunity for
increased <tudent accomplishment. individual and group success. and pro-
ductivity. IRT is a three-step process 1o be used with both individuals and
small groups.

Before beginring IRT it 1s important that the teacher carefully select the
reading material to be used. The teacher will need to assure the students
that the material 1» appropriate for their age. interests. and grade level. but
most of all they will defiately be 4ble to read and learn from the material
successfully. At first. the teacher should selec)books containing short pas-
sages for reading When students become aware that they can be successful
and productive in a reading and language situation. longer and more so-
phisticated materials can be used and continued from day-to-day. Finaily.
it 1s essential thae both students and teacher have their own copy of the
book or reading material.

Usine Imitatn ¢ Reading Techmque (IRT)

fmitative reading should follow three disunct steps First. the instructor
orally reads a sentence or phrase. pacing the reading and usirg intonation
The student follows alony silently while the teacher reads. If the teacher
i unsure of the student’s ahility to follow along. finger-poinuing or a win-
dow-card can be used during this step. After using this techmque. some
teachers found that such monitoring devices soon become unnecessary and
interfere with the teaching process itself.

In the second step. both the teacher and the student orally read the same
phrase or sentence with the teacher starting about one word ahead of the
student. Pacing and intonation by the teacher is very important a! this point.
It 15 imperative that pating continue at the same rate as in the first step of
the model. If the student should hesitate or fail to continue at any time
during step two. the teacher should continue to read orally keeping the
same pace untl the enure phrases or sentence 15 completed. In many in-
Jtances when the tezcher hears that a student 1s having difficulty with a
particular word or phrase. a repeat of this step may bBe needed. If there is
sull a problem. thé teacher may return 1o step one. ,

lts the final or third step of IKT. the student independently reads (orally)
the same phrase or sentence used In steps one and two If the student 15
unable 1o read dloud a word or pauses for more than the few seconds that
it would normally take to recognize and pronounce the word. step two
should be repeated  If during step three the student continues to have dif-
ficulty with the word. the teacher should pomnt to the word in the student’s
book and pronounce it for the student. The student 15 then asked to repeat
the word and instiucted to begin step three. Tise process 1 continued until
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the student s able to ,ead in step three without aid. If the teacher feels that
the student 1s not using language and reading fluently in the final step, then
the emtire process should be repeated using the same sentence or phrase.

Although IRT appears at first glance to be a laborious process due to its
built-in success factor, bilingual students respond quite well to it. Initial
use. however. should be hmited !0 no more than ten minutes per session:
otherwise, the eyt and concentration needed to attend (o this type of task
may break down rendering IRT a rather ineffective technique. Teachers
using IRT have found that at the first sessions the students became casily
frustrated. Therefore, one should be careful not to apportion too much time
in the beginning stages of using this technique.

As students become more familiar vith IRT procedure the initial reading
by the instructor in step one gradually increases. When a transition is made
from phrases to sentences or from one sentence to two. the student, of
course, should be informed of any change in the procedure. especially in
such a manner that will enhance the individual's self-confidence. As IRT is,
used. and the student becomes familiar with the method, whole paragraphs
may be employed in the first step of the three-step process with a great deal
of success.

IRT as a teachung approach provides a uniform and structured three-step
procedure. When carried out as described. it allows for a bilingual student
to be successful and productive during reading and language activities.

<

&

IRT Compared to Comentional Bilingual Methods

An expeniment was conducted with bilingual students to substantiate the
efficacy of IRT over. conventional teaching methods used with bilingual «tu-
dents. Sixty Hispanic students enrolled in an urban bilingual education
program in grades one. three. and ix participated in the study. Twenty
bilingual students from each grade (one. three, six) were randomly assigned
to cither the expernimental (IRT) group or the control group. The IRT group
recewved one to five hours per week of [RT Instruction for ten weeks. The
control group remained n their normal classroom, instructed by typical or
conventional methods.

To assess any gains made by those bilingual students instructed with IRT.
all pretest and postiest scores were analyzed using a t-test. A t-test was
mitially run on both ontrol and experimental groups at each grade level
after cach group had completed all pretest mea- yres. Pooled vanance es-
timates indicated no statistical significance {p = .05) for all pretests, sug-
gesting that at the outset ail groups v .re equal. After instruction was
completed a t-test was computed to analyze the near difference scores (post-
test minus pretest) as was onigmally planned.

An examination of the data reveals that the use of IRT in bilingual classes
significantly improved students’ ability to.immediately recognize and cor.
rectly read words (qight vocabularygy reading or meaning vocabulary, and
oral reading abihity In the area of reading comprehension there were sig-
mficant gains between Eroups. as measured by stundardgized reading tests
(Gates-MacGinitie Levels A, B, C) in grades one and three. In grade wx
there were no significant differences tp = .05) for conventional and IRT
groups 1n reading comprehension

Although a measure of language fluency was not an onginal part of the
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experiment . a pre-and posttest measure of the quality of language was de-
termined. An adaptation f the Monroe Language Scales {(Monroe, 1955)
was clinically used The evaluation of these scales do not easily lendthem-
selves to a statistical analysis because of the highly subjective naiure -»ur-
rounding the measure of the quahty of oral language. It appears. however.
that IRT groups dramatically increased in their ability to use standard Eng-
fish over the control group. The differences. as might be expected. were
more evident 1n the first grade and sccmed to become iess evident with
older students It should also be ponted out that IRT was much more
enthusiastically recerved by the younger students The major differences 1n
language usage for all grade levels are partially reflected by the studenty’
abihity:

. 10 use subject-verb agreement
. to respond or mmitite conversation in complete seniences
. to express ideas clearly
towse a wider range of speaking vocabulary
. to speak with more sclf-confidence

N N N

It appears that the use of imitative reading as part of a total biingual
program produces a significant increase in the areas of sight and meaniug
vocabulary. oral reading. and language fluency: The area of reading com-
prchension seems not to be affected by this technique 1n the intermediate
grades

The data support the behef that IRT 1, a viable method for teaching
bilingual students  Although there is no empirical support as yet, there iy
strong evidence that the use of IRT will pasitively enhance student achieve-
ment in Spanish

Summanry

‘The imitative reading techmgue can be a rewarding and productne ap-
proach for use with bilingual readers  Allowance for immediate <tudent
response in a very close student-teacher interaction seems to provide an
opportumity for success and accomphshment other techmques lack. The
mere observation that IRT students were selecting more age appropriate
reading materals was a direct reflection of their growing contidence. The
bilingual students 1n the conventional group. for example. did not attempt
any reading that could be classified other than remedial.

in concluson. as a remedial techmque IRT offers builtin success
throughout the threestep process Bilingual students respond very well to
this approach, possibly because it allows for a consntent productivity in
reading and language Further. IRT gives each student the opportunity to
self-select reading materials ’ e

Finally. the IRT appears to create and develop an awareness of the hn™"
guistic features of printed text A lack of hingustic awareness of syntactic.
semantic and prosodic features of pnnted language s inherent 1n reading
disability (Fries. 1963) Furthermore. bilingual students who exmbit limited
«hool language, proficiency as well as other charadtenstics discissed ear-
lier. would presumably have hittle awareness of the hnguistic features of
printed text To the extent that the IRT develops linguistic avwareness. g ¢
4 potentially powerful techmgue for devetoping the reading proficieney of
tilingual studenps .
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SPANISH LANGUAGE ARTS AND READING MATERIALS
FOR THE INTERMEDIATE GRADES*

Juan Gonzalez

Texas Southern University

For the past eleven years. Title VII programs have been implemented in .
a number of school districts throughout the United States and its territories.
The majority of these programs have been basic programs developed for
limited-English-proficiency students at the elementary grades.

Indispensable to the success of these programs has been the availability
and use of bilingual/bicultural materials that have been developed by the

"school districts implementing the programs. by material§ development cen-
ters funded through Title VII. and by commercial publishing companies.
By and large. these matenals have beer found to be culturally relevant and
linguistically appropnaje for students in the various elementary grade levels.
Some school districts jwith unique programs have underiaken the task of
developing bilingual njaterials on their own: that is. without the assistance
of federal monies.

A limited number.of Title VIl programs are implementing bilingual edu-
cation.at th.e interms{ ate grades: the sixth. seventh. and eighth grade levels.
Very little material. iffany. has been published to meet the unique linguistic
needs of Spanish-speaking children who have never been exposed to formal
instruction 1n language arts and reading. Linea abierta: ¢omunicacion en
espanol. mvel 2 v nivel 3. developed by the author in collaboration with the
Bilingual Matenals Development Ceiter in Fort Worth. Texas. and pub-
lished by the Evaluation, Dissemination. and Assessment Center. Austin.
Texas were designed to meet these specific needs.

Linca abterta: comunicacion en espanol. nivel 2 is the second in a series
of three texts prepared for the teaching of Spanish language communication
and reading skills to native Spanish sp une.» tn grades six through eight.
Each level consists of a teacher’s manuai and a student text. which together
constitute a complete course of study. .

Linea abierta. nivel 2 s designed for Spanish-speaking students who al-
ready demonstrate a certain level of oral proficiency in the language. Instead
of utilizing a second language approach. the matenals focus on language
arts content that will enable students to develop their vocabulary. grammar.
reading. and writing skills. The four basic skills of language learning (lis-
tening. speaking. reading. and writing) are not treated in isolated fashion
but are integrated within the content of the text. Th2 units contain activities
that. unlike those commonly used in secdnd language instruction. generate

*Copyright ¢ 1981 Juun Gonzaler
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oral and written communication, There 1s constant emphasis on a wide
range of Spamsh decoding skills to be mastered by the student rather than
a rote memonzation of printed words.

Format of the Student Text

The student’s text contains twelve units with the following utles: **La
expedicion de Juan de Onate™ . *La visita iesperada °. > El éxito de Mar-
welda™: “Trabajamos juntos™:. “La entrevista™: “Aqut v alli”™: “La deso-
bediencia v el castgo™: “Culpable hasta ser pronunciado mocente™: *Seé
prevenido™ . “El accidenie™ ;. José Alfonso™: and **Heroismo™ . Each unit
consists of four parts: Lectura (Reading Selection). Desarrolio de Vecabu-
lario (Word Study). Estructura (Syntax) and Composicicn (Composition}.
Each of these parts concentrates on a different area of language skills
development.

Lectura (Reading Selection). This section provides the student with high
interest reading selections at various levels [ difficulty. The readings deal
with different topics and themes: history ( La expediciin de Juan de On-
ate” ); indwidual responsibility (“"La visita nesperada™); a spirit of collab-
oration and teamwork (" Trabajando juntos™): job interview and career
awareness (“La emtrevista”: continuing friendshps (“Aqui v alld”); the
reward of disobedience ("La desobediencia v el casngo™); making biased
judgments about individuals (*Culpable hasta ser pronunciado inocente™):
the challenge of responsibility (*"Sé presenido™): moods and attitudes (" El
accidente"): manifestations of pride in one's culture (**El éxito de Marielda™
and “Heroismo™). and cultural identity (““José Alfonso™). The reading ma-
terial has a controlled sentence structure that increases in difficulty and
complexity. The exercises and activities of this section should be so directed
as to allow the students to express their views and personal experiences
during the discussions of the reading selections. Since there is no formal
evaluation for tlus section of the text. the ulumate goal is the development
of facitity in oral communication and in the use of newly acquired vocab-
ulary .nd idiomatic expressions.

Desarrollo de Vocabulang (Word Study). This part of the text is designed
to build vocabulary and to stimulate reading and writing skills. The student
is introduced to the parts of speech. synonyms. and ways to form new
words. Specifically. the content of this section deals with prepositions. roots
and prefixes. synonyms. infinitives. vocabulary necessary to fill out a job
application. adverbs. suffixes. antonyms. vccabulary used in newspaper
want ads. compound words. dictionary skills. and loan words. The concept
15 presented first: then. it is followed by an :xplanation and some examples:
are provided for reinforcement. For example. in the presentation of the
concept of prepositions. the teacner writes several prepositions on a chart
or poster board. She explains the meaning of the term *"preposition™. its
function. and then shows the class the list or roster of prepositions that she
has written on the chart. Sentences in which the same preposition is used
or several prepositions appear are then shown to the students as a form of
remnforcement. A variety of activities facilitate the presentation of the con-
cept. Subsequent exercises fusnish the students with opportumties to prac-
tice the use of the preposition in sentences.

Estructura (Syntax), This section 15 devoted to sentence structure and

9'1
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verb tenses: imperfect. preterit. future. and conditional of regular and ir-
regular verbs. It also deals with possessive adjectives and pronouns as well
as with the comparison of adjectives and adverbs. The section stresses the
practical application of traditional grammatical concepts. Every grammati-
cal item is presented and illustrated with examples and then reinforced with
a number of exercises. The exercises provide numerous learning situations
that are relevant to the student. Each exercise is preceded by an example
to help clarify instructions for the student. The ultimate goal is to develop
skills in the students that will enable them to express their thoughts most
effectively and with the greatest clarity.

Composicion (Composition). The last part < the text is a section designed
to develop writing skills in tne students. It concentrates on practical written
communication and includes a variety of exercises to encourage pupils to
use newly acquired vocabulary and writing techniques. The students are
encouraged to integrate vocabulary and grammatical concepts from pre-
vious instruction as much as possible. As in other sections of the text. this
part includes an evaluation that asks students to look at a picture or illus-
tration and to write five simple sentences to describe it. A list of five infin-
itives 15 given and the student is asked to construct sentences using the
preterit tense to describe the illustration.

The text has numerous and interesting illustrations that are attractive and
eye-catching. There are also crossword puzzles. word search games. rid-
dles. end of lesson or unit tests consisting of true-false statements. matching
sections. fill-in-the-blanks. and selection of the appropriate word to form
complete sentences. In an effort to provide comic relief. Parlunchin is pre-
sented at the end of each unit. Whether or not it is used as a basis for class
discussion is Jeft to the discretion of the teacher.

Glossary . At the end of the text. the student will find a glossary that
contains an alphabetized list of words and expressions that appeared in the
reading selections. The word entry is given with a simple definition or syn-
onym followed by a sentence illustrating its usage. For example. the word
“dcadémico” 1s defined as “relatvo a los estudios™ . This is followed by an
example of how the word 1s used 1n a sentence: ~Querta discutir un asunto
academico™ .

A “"Scope and Sequence™ chart outlining the substance of each section
in each unit appears 1in Table | so as to familianze the reader with the
content of the student text of Linea abierta. nnel 2.

Format of the beacher Manual

One teacher’s edition 1s composed of twelve units. each of which contains
‘our sections. Fach of these concentrates on a particular area of language
mstruction. The areas are presented in the following sequence which par-
allels those of the student’s text: Lectura (Reading Selection): Desarrollo
de Vocabulario (Word Study). Estruc tura (Syntax): and Composicton (Com-
position). No specific amount of time has been suggested for the coverage
of each umt. Teachers might take two or three weeks to cover a particular
umt. This will depend on a number of factors: progress of the group. time
constraints imposed by the curriculum director. and the difficulty and com-
plexity of the concepts to be taught. The urnits have been orgamized in such
2 manner that the imtial emphasis 1s placed on the development of listening

ay
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SCOPE AND SEQUENCE

Spanish—Level 11

s

S1upd!

¥

Spouaoy uipvay puv suy aSonduvy

DESARROLLO DE
UNIT LECTURA VOCABULARIO ESTRUCTURA COMPOSICION

1 La expedicion de Prepositions Preterite tense of regular Simple sentences with the preterite
Juan de Onate and irregular verbs tense (includes changing present to
(Personal account) preterite)

2 La visita inesperada Roots and prefixes Imperfect of regular and Simple sentences with the imperfect
(Individual responsi- irregular verbs tense
bility)

3 El éxito de Marielda Synonyms Possessive adjectives and Simple sentences with possessive
(Cultural pride) pronouns adjectives and pronouns

4 Trabajando jantos Infinitives Future tense of regular Simple sentences with the future tense
(Teamwork) and irregular verbs; ir and ir used to express the future

used to express the future
tense

5 La entrevista Vocahulary for job Conditional tense of Compound sentences with the
(Career awareness) questionnaires regular and :rregular verbs conditional tense

6 Aqa v alla Adverbs Companson of adjec*ves » Comparative and contrastive elements
(Maintaining fnend- and adverbs 1n sentence development

_ ships)

- La desobediencia v Suffixes Preteni. and imperfect Using preterite and imperfect tenses in

el castigo tenses simple and compound sentences
- (Cause and effect)
Q QG )
ERIC .




TABLE 1—Cont.

DESARROLLO DE
UNIT LECTURA VOCABULARIO ESTRUCTURA COMPOSICION
8 Culpable hasta ser -Antonyms Direct and indirect object Compound sentences with dire.t and
pronunciado pronouns indirect object pronouns
inocente
(Making biased
judgments)
9 Sé prevenido Vocabulary for newspaper Reflexive verbs and their Complex sentences with reflexive verbs

(Responsibility) want ads pronouns

10 El accidente Compound words Present progressive: - Complex sentences with the present
(Changing attitudes) regular and irregular verbs progressive

1 José Alfonso Dictionary skills Imperatives Complex sentences. including
(Culiuru! identity) imperatives

12 Heroismo Loan words Review of simple. writing clear and concise sentences
(Cultural pnde) compound. and complex (preparatory for writing paragraphs)

sentences including all
grarmmar taught so far
.
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and speaking skills as the students are acquiring competence in reading and
writing skills. The sequence of the components and a brief explanation of
each is given below.

Concepts. The concepts express the central ideas in each unit. Th# units
contain four main concepts that correspond to the four areas of the activities
section.

Objectives. Each unit contains objectives that specify some observable or
measurable behavior that the student is expected to demonstrate at the end
of each section. For example. in unit three the Lecrura section states its
objective: " The student will contribute ideas in a group discussion describ-
ing how a person may use his or her talent to demonstrate cultural pride.”
A different objective may be found in another section of the same unit. The
expressed objective is always appropriate to the particular section of the
text that foc uses on the development of a particular skill or set of skills. For
example. in Desarrollo de Vocabu'ario. one reads this objective: “Given a
word. the student will choose the correct synonym from a list of words.""

Activities. This area embodies a variety of instructional activities that the
teacher might consider as she prepares her lesson plans. Students are ex-
pected 1o use their own paper to work out most exercises. except for word
puzzles. which appear after the tests at the end of the unit and are perforated
for easy duplication. Activities appearing as pull-out pages are numbered
sequentially throughout the text Al through A14. Instructions and answer
keys are in the activities section. The student text has been reduced in size
and is repeated in the teacher text together with the answer keys to the
student exercises.

(iames. Most units include one or more games that may be used to rein-
force grammatical concepts. Some of these games are: Agdrrala v dila for
vocabulary development: Juntando los pares used to reinforce sentence
structure;, Concordancia to be utilized in the reinforcement of writing skills
in composition.

Evaluation. This section includes a set of tests (Prucbas) that serve to
measure the student’s mastery of the concepts taught. Copies of the tests
may be made for class distribution and they may be used as a pretest and/
or posttest. Students who score with an 80 percent accuracy or higher on
the pretest may proceed with the next lesson though a different proficiency
level may be determined by the teacher. Keys to the tests precede the per-
forated test pages at the end of the unit. Each test is identified by area of
study and uhit number.

Suggested Methods and Techniques of Instruction. In teaching the Spanish
speaker to develop his or her first language skills. the teacher should begin
with the level and degree of linguistic proficiency that the student already
demonstrates. Though this course of study does not teach the Spanish al-
phabet. the teacher may go ahead and begin by teaching the sounds of the
vowels and the consonants of the alphabet if the students are not familiar
with them. She should also devote some time to the explanation of the
fowk_m of diphthongs and syllables as well as accentuation.

sensitive teacher will utilize the linguistic and cultural strengths that
the students bring to schooi. The variety of backgrounds of the students
will permit them to contribute interesting ideas and experiences io class-
room discussions. Oral reports requiring students to present ideas on spe-
cific topics are strongly suggested. The students can develop their writing
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skills as well as aisplay mastery of vocabulary and use of idiomatic expres-
sions by writing compositions related to the reading selections of a partic-
ular unit or to their everyday experiences. Whatever the assignment. the
instruction should be conducted in Spanish at all times.

Developing the Activities.. Each unit follows the same basic organizational
plan: Lectura. Desarrollo de Vocabulario. Estructura. and Composicion.
Each section in the teacher’s manual contains explicit teaching instructions.
examples of new concepts. boxed duphcanon of student text including ex-
ercises. and keys to all student exercises.

The activities contain a variety of learning expeniences that range in dnf-
ficulty from easy to complex. The teacher may adapt the activities of the
individual student accordng to his linguistic needs. reading ability. and level
of comprehension. In addition to the material provided in the manual. the
teacher should rely on her own creativity. resourcefulness. imagination.
experience. and foresight to enhance the learning experiences of the pupils.

General Methodology. The methodology used in this text discourages
grammar rule recitations or incessant drills of verb conjugations and sen-
tence patterns. The most important learning tool is practice with the lan-
guage in order to gain control of sounds and sentence structures that might
seem to be new to the student. Emphasis is placed on the accquisition of
language skills for active communication: therefore. oral practice for the
students who are native speakers of the language is encouraged. Basic sen-
tences. short readings. narratives. and topics for discusiion are provided
for this purpose. The ntent is to make the language learning experience a
meaningful one capable of developing the student’s competencies tG the
highest level possible.

The teacher's manuat also provides sugge 1ons for language assessment.
evaluating and determining students’ language proficiency. grouping strat-
egies. and activities that can be implemented in large or small groups of
students. The manual adequately complements the student’s text in the
design and implementation of the concepts. objectives. and activities. which
have as their main goal the development of skills in speaking. reading and
wnling Spanish.

Linea abi-rta, comumeacion en espaniol. Nnel 3

Continuing the development of Spanish language arts and reading skills
at the eighth grade level. Nnel 3 assumes that the students have already
learned and mastered the concepts and completed the activities of Nivel /
and Nnel 2 This level consists of a teacher text and a student text.

Nivel 3. which comprises twelve units of three se.f:ons each. has been
prepared to meet the unique hinguistic. cultural. and reading needs of the
Spantsh-speaking eighth grad=r. This level provides the students with a num-
ber of learning experiences that focus on the development of the cognitive
and affective domains. as well as the skills of listening. speaking. reading.
and writing. At this grade level. the iast two arcas—reading and writing—
recerve major emphasis as 1s evident from the number and variety of chal-
lenging exercises that accompany each of the lessons and sections.

The materials prepared for use at this level follow the Scope and Sequence
Chart with the outlined skills for each of the sections that appears in Table
2. As in the case of Nn¢l 2. the concepts and skills taught become increas-
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UNIT LECTURA ESTRUCTURA COMPOSICION

1 El derecho de regresar Present perfect tense Wwniting simple. compound. complex. and
(Culture shock) Indicative compound-complex sentences

2 cSueno o fantasma’ Pluperfect tense Topic sentences
(Interpretation) Indicative

3 El crucifypo Past and present partuciples as Supporting 1geas
(Recognizing adjectives
descriptive words)

4 Las fdbulas Future perfect tense Sequencing
(Introduction to fables) Indicative

s La fiera Conditional perfect tense Descriptive paragraphs: controlied wnting
(Fables) Indicative

6 El recaudador Review of structure lessons 1-§ Descniptive paragraphs: actual wniting
(Gpimion as
distinguished from
fact)

7 El susto Relative pronouns Narrative paragraphs. controlied wnting
(Probabilitv vs.
certainty)

8 Los dos volcanes Present tense Expository paragraphs: controlled and actual
(Cause and effect) Subjunctive wniting

9 El dguala v la serpiente Indirect commands and present Composing and developing a topic:
(Understanding perfect subjunctive controlled wnting: outlines
behavior of characters)

O
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TABLE 2—Cont.

LECTURA ESTRUCTURA COMPOSICION
El destino de Monica y Imperfect tense Composing and developing a topic:
Gerardo (Drawing Subjunctive actual writing
- conclusions)
Monica recuerda Pluperfect tense Personal letters
(Thinking critically) Subjunctive
Gerardo recuerda Review of structure lessons 7-11 Business letters
(Recalling far tual Addressing an envelope
details) By
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ingly difficult and more complex. Skills taught in Nivel 2 are reinforced in
Nivel 3, with varied exercises that are intellectually stimulating. The nature
and content of the reading selections. the level of the new vocabulary, and
the advanced gramr 1ar discussed in t'se text combine to present to the native
speaker of Spanish an extremely va'.able learning re source.

Format of the Student's Text

The student’s text consists of twelve units. each of which is composed
of three parts or sections: Lectura (Reading). Estructura (Syntax). and
Composicicn (Composition). Table 2 outlines the main topic or theme treated
under each of these sections. The Lectura comprises high interest short
stories that present a theme. some elements of grammar to be elaborated
later in the Estructura section. and a composition.

Lectura. The reading selectiors are based on aspects of the cuiture of the
Spanish-speaking student and the thematic content is as follows: culture
shock (“El derecho de regresar™): fantasy vs. reality (;Swesio o Jan-
tasma?); the teaching of a moral principle (“Las fibulus* and **La fiera®'y:
religious faith and mystery (“El crucifijo’"); fact vs. opinion (“El recauda-
dor”). probability vs. certainty (“El susto™); cause and effect ("Los dos
volcanes™). understanding behavior of characters (“E/ dguila v la ser-
piente”’). fate El destino de Monica ¥ Gerardo™); thinking critically
(“"Monica recuerda’). and recalling factual information. .

Carefully selected illustrations are an integral part of each of the reading
selections. This is in evidence beginning with the first selection, *El derecho
de regresar™, and concluding with the final story “Gerardo recuerda.”” Each
of the selections is followed by appropriate exercises., such as items with
underlined words that students are asked to define by circling one of the
four choices. and a senes of ten questions on the story to be answered with
complete written sentences.

Estructura (Syntax). This section deals with elements of grammar such
as the compound tenses (present. past. future. and conditional perfect).
present and past participles and their uses. relative pronouns. the subjunc-
tive mood (present. imperfect. present perfect. and pluperfect). as well as
two review lessons covering chapters one through five and seven through
eleven. ’

An abundance of exercises appears ifi'this component of the lesson. There
are numerous exercises of various types. Some are designed to reinforce
and tést the student’s knowledge of the compound tense learned; others
call for changing infinitives into present participles and past participles or
placing an accent on past participles that bear a written accent. A type of
exercise may call for students to write sentences with past participles or
using the appropriate tense forms in answering a set of questions. Another
exercise permits students to discuss their responses orally. Still a third type
of exercise may allow students to change the tense of a given verb as. for
example. substituting the present perfect for the preterite and vice versa.

Composicion (Composition). This last section of a unit stresses the de-
velopment of writing skills. It concentrates on practical written communi-
cation and includes a variety of exercises designed to encourage students
to improve their style through the use of newly. acquired sentence struc-
tures. vocabulary and idiomatic expressions. Pupils will be presented with
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opportunities to practice and master different types of sentences: simrie.
compound. complex. and compound complex. They will be encouraged to
integrate vocabulary and grammatical concepts from previous learning ex-
periences as much as possible. )

An example of the material covered in unit one in the Composicion will
illustrate one of the approaches used in teaching the material to the stu-
dents. The teacher discusses the four types of sentences as well as the
definition Jf principal clause and subardinate clause. The types of exercises
used call for the identification of the sentence in terms of simple, compound.
or complex, as well as changing tenses within the sentence. Students are
also asked 1o write sentences in the present perfect tense according to the
models given.- .

With each of the sections of this particular unit, the authors have included
some games 1n order 10 add interest to an otherwise dull presentation of

. grammar. Quite appropriately. Lectura contains the detective game'. while

Estrucaura, with its game Quita ¥ pon. enable, the students to review the
past participles of the verbs and the formation and use of the present perfect
tense. Composicion and its game of Charada assist the students in revicwing
the different kinds of sentences.

Glossary. Of particilar use to the student is the glossary containing an
alphabetized list of words used in the reading selections that might be new
or unfamiliar to im. The word entry is followed by a simple definition or
synonym with a sentence to illustrate the use of the word or idiomaic
expression. The glossary appears at the end of the text.

Format of the Teacher's Manual

The teacher’s edition is composed of twelve units. each containing three
sections. Each section concentrates on the development of a particular avea
of language instruction. The areas are presented in the following order:
Lectura (Reading Selection). Estructura (Syntax), and Composiciin
(Composition).

The umits have been so arranged as to mmtially stress the development of
listening and speaking skills and gradually shift the emphasis to reading and
writing. It may take from two to three weeks to teach a particular unit,
depending on the Frogress of the group. time constraints, and the complex-
ity of the concepts taught. A brief explanation of the components that in-
tegrate the manual follows.

Concepts. These present the key or pnincipal ideas of the unit. Each unit

~Tomtains three main concepts that correspond to the three areas of emphasis
n the activities section.

Objectives. Each unit includes objectives that specify some observable or
measurable behavior the student 1s expected to demonstrate at the end of
each section. The following examples of concep!s aud objectives are taken”
from Unit two, " Suerio o fantasma?”. In the Lectura section of the unit,
the concept is interpretation of the reading selection and the objective is
stated thusly: ~“Given questions about a reading selection. the student will
be able to express an opinion about the events.”” In Estructura, the concept
is the conjugation and use of the pluperfect indicative and the objective
reads: “"Given an infinitive. the student will be able to give the pluperfect
indicative form of the verb.”” The concept for Composicion is paragraph

10y



E

Q

RIC

, -

"

Spanish Language Arts and Reading Materials ’ 95

v

construction (introduction to the topic sentence), and the stated objective
i~: *Given a paragrapn, the student will be able to COmMPpOSt an appropriate
topic sentence." - -

Activities. This section cmbodies a varietypf instructional activities for
the teacher’s consideration in the preparation of the lesson plans. Students
are expected to use their own paper to prepare the written exercises, except
for word puzzles, which 2prear after the tesls at the end of the unit and are
perforated for easy dupliation. Activities appearing as pullout pages in the
teacher text rather than as exercises in the student's book are numbered
sequentially Al through A20. “Acertijos* (Fill in the blanks). “crucigra-
mas”" (Crossword Puzzles) and other challenging exercises and assignments
form part of the collection of activities. Instructions and answer keys are
found in *ne activities section. The student text has been reduced in size
and inserted in the teacher’s manual together with answer keys 10 the stu-
dent exercises. :

Games. Mbst units contain several games that may be utilized 10 reinforce
grammatical concepts. Of particular interest and challenge are the games
found in unit six. Both games—Construyendo rascacielos and E! velod-
romo—provide the students with intellectual exercises in which they are
asked.to recall the formation of verb tenses and 10 review the conjugatien
of verbs studied in units one through five.

Evaluation. A set of tests designed to measure student mastery of the
concepts taught for each area is found in this section. Copies of the tests
may be made for class- distribution and the instruments may be ussd as
pretest and/or posttest. Though a different proficiency level may be desig-
nated by the teacher, students who score 80 percent or higher on the pretest
may proceed with the next lesson. Keys to the tests precede the perforated
test pages at the end of the unit. Each test is identified by unit number and
area of study. .

As in Nivel 2, the authors of Nivel 3 suggest methods and tzchniques of
instruction, language assessment, and grouping strategies. The teacher's
manual contains explicit teaching instructions, examples of new concepts
taught, boxed duplication of the st nt text, including exercises (reduced)
and keys to the students’ exersises. .

As one compares the st“.stance of Nivel 2 and Nivel 3, one notices a vast
difference in the con:cnt of the section related to Estructura. This deals
with the more cor.plex form= .{ sentence structure: compound tenses, the
four tenses of che subjunct ¢, and the variety of sentence structures. The
Lecturd section incorp .ates brief reading selections, somewhat distinct
from those of Nivel ~ .a their incorporation of new and more complex sen-
tence patterns. T° : variety and complexity of the different elements of
sentence struc® .i¢ and the reconstruction of these into meaningful expres-
sions of theught contributes to the development of more advanced writing
and compwusition skills in the students. Both Nivel 2 and Nivel 3 possess
high quality in the number, diversification, and relgvance of illustrations that
beautifully enrich the content of the texts. The alert. creative. and resource-
ful teacher of Spanish-speaking students in the intermediate grades will find
these publications extremely useful and appropnate for the development of
learning skills in reading and language arts in Spanish.
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THE DEVELOPMENT OF CULTURALLY
RELEVANT SPANISH LITERACY MATERIALS

Leroy Ortiz
University of New Mexico
____ . Luisa Chivez .
University of New Mexico

A number of cntical needs have been identified by persons working in the
field of bilingual-bicultural education. The need for culturally appropriate
instructional materials to teach literacy in the non-English home language
and the lack of specialists to carry out this work has been apparent since
the inception of bilingual education programs in the late 1960s and early
1970s. Judging at Jeast from the number of materials produced. the last ten
years have seen some progress, but the need continues tc grow and much
work remains to be doné.

Over the past few years studies in the area of non-English literacy ma-
terials production have shown a strong tendency for many of the Spanish-
English bicultural programs to import materials from outside the child's
personal, cultural and linguistic community, therefore requiring extensive
modification and adaptation on the part of the classroom teachers. If the
asSumption is correct that many of the htemcyk materials used in bilingual
programs are based upon experiences that are mc\ mp-.tible or far removed
from the history. culture. language. and traditions of Spanish-speaking chil-
dren. there then exists a critical need to particularize materials from the
standpoint of the child and his local und regional community at least for
the elementary school years.

The purpose of this paper is to discusc a , nutaber of issues related to the
production of literacy ma'¢rials for a particular population of Spanish-
speaking children—the Chicano children of New Mexico. Many of the ideas
that will be discussed here grew out of an EPDA (Education Professions
Developmeni Act) bilingual materizls developraent institute held at the
University of New Mexico in the early 1970s under the direction of the late
Dr. Dolores Gonzales. The institute was designed to train curriculum spe-
cialists in the development of bilingual instructional materials as well as fo
produce literacy matcrials in the areas of reading. science and social studies,
specifically for Spanish-speaking New Mexico children. The Tierra de En-
canto reading series, which is designed to help New Mexico children ac-
quire oracy and literacy skills in Spanish. is a direct product of this institutc.
Although many of the ideas discussed in this paper had their genesis in the
institute. new information ard more contemporary cbservations and reflec-
tions have also been added to more appropriately fit changing needs and
progress that has occurred in the general area of bilingual materials
production.

Specifically. the paper is divided into three parts: a brief historical survey
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of the way in which instructional materials available for use with Spanish-
speaking children have contnbuted to cultural estrangement and alienation
from their own particular home and ‘ommunity culture; a discussion of
sociofinguistic issues involved in the preparation of instructional materials
designed to move children into bi-oracy. bi-literacy. and therefore. bicul-
turality. and finally a specific look at a particular instructional material. the
Tierra de Encanto reading series. and the way in which it was particularized
to meet the needs of Spanish-speaking New Mexico children. This paper
is offered in the hope the* these ideas and the cxperiences gained in the
institute can be shared and enlarged upon by others who are involved in
creating their own models for the development of culturaily relevant hiteracy
matenals.

An Hustorical Review

An historical survey in the early 1970s revealed almost a total absence of
nstructional materials that dealt in any sericus way with the lives and ex-
perience of Chicano children. This pattern of aeglect and omission ex-
tended to other minority groups as well. including Blac: s. American Indians
and Asian Americans, and had the net effect of perpetuating the non-entity
status of minority groups a< *"peoples™ without histories. During this time,
it was evident that “Dick and Jare " materials with their emphasis on urban.
English. mi. dle-ciass orientations and values were the predominant mate-
nals available for instructional use. The survey uncovered a few textbooks
and materials, mostly in the form of children’s story books. written in Eng-
lish. which did deal specifically with the lives and evreriences of Chicano
children. However. an examination of books suchas 1  Pesos Jor Catalina
{(1962), and Rosa (1963) revealed that many of these books typically por-
trayed Mexican American children in romantic, negative or siereotypical
ways. Mexican American children were seen as passive. sombrero wearing,
often rural dweilers. beset by poverty. with little hope for a better tomorrow.

The survey occasionally uncovered a book or two written in Spanmish but
frequently published for use in Spain, Mexico or Latin America. Typically.
these irported books contained middle-class value orientations in addition
to linguistic characteristics that were largely unknown to Spanish-speaking
children in New Mexico. An example of this was the Laidlaw reading series
Por El Mundo Del Cuento ¥ La Aventura (1961). which wa< developed for
Puerto Rican children and because of a lack of any othe .naterial. was
widely used in eatly bilingual programs in New Mexico. The New Mexico
Chicano child reading these books encountered suclk words as chiringa.,
gramya, bola. and regalo in place of mor. familiar and known words—
papalote . rancho, pelota and presente .

Othcr textbooks written in Spanish were found but many of these turned
out to be translations of English materials dealing with English cultural
referents such as the landing of the Pilgrims on Plymouth Rock. Golumbus
discovery of America. and the life of George Washington. In a few bilingual
programs the Walt Disney Golden bodk series in out-of-New Mexico Span-
ish translations were supplements to marny of the above mentioned texts.
For ob. :ous reasons. bilingual teachers in New Mexico found it Zifficult to
utilize Spamish materials having a total English culture base with the New
Mexico Chicano children.
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The survey of exmting materials contains some important lessons for
textoook and materials production wniters. Perhaps the most important
learning that can be ganed from such a study involves the understanding
that textbooks and other forms of matenals are vehicles for value trans-
mission. As value carriers. textbooks have the power to transmit important
messages. either explicit or implicit, which influence a child’s view of him-
self and hus world.

In an interesting study of a rural village in midwestern Umited States,
Johnson 1980) argued that textbooks and other forms of material culture
uncluding charts. flags. bull~tin boards. calendars. maps ‘nd other visual
symbols) are nnt passive but powerful and active mechanisms for socializa-
tion and enculteration. In the culturally diverse community of Deerfield.
Johnson found that the material culture in classrooms was generally on-
ented towards national, rather than loca! traditions. identities and particu-
lanstic sococultural onentations. Local traditions. hohdays and celebrations
in Deerfield were ignoted in favor of national events ke Washington's birth-
day. Independence Day and St. Valentine's Day.

Johnson's study points to the need for nstructional matenals t have
local flavor and to be particularized to the needs of specific communities.
For too long. Spanish-speaking children have been exposed to cultural and
language models that are far removed from their own life and experience.
Local models of language and culture. inciuding the myths. traditions. sto-
ries. legends and expenences of New Mexico Chicano children are cntical
in the development of Spanish literacy matenals. These matenials. locally
developed with culturally important perspectives can serve as a starting
pomt for children’s ulimate explorations of new worlds and more universal
realms of meaning.

Soctolmeuntie Aspects of Literacy

The bilingual materials development institute, upon which this paper 15
based. had as one of its pnncipal purposes the development of instructional
matenals that were designed to promote Spannh oracy and literacy skills
in New Mexico Chicano children. The task of developing these hteracy
materials. including language development. and reading and wnting activi-
ties. brought out a aumber of psycholinguistic. sociolinguistic. cultural, and
hinguistic issues that need to be recognized by individuals involved in the
preparation of instructio 1l reading (or other type) matenals in vernacular
or minonty languages o dialects Although the psycholinguistic, cultural
and linguistic aspects of the reading process are implicit in the description
section of the Tierra de Encanto reading senes 1n the last part of this paper.
1t 1s the soctolineustie aspect that will be hughlighted here.

The sociohinguistic and histonical factors that have helped determine the
patterns of lans uage use 1in Spanish-speaking communities of New Mexico
Mustrate some of the difficulties involved 1in promoting Spanish literacy
through ti2 use of vernacular materials. The Spanish language in New
Mexico has grown up in a climate of severe geographic 1solation, far re-
moved from direct contact with the rest of the Spanish-speaking world. The
peculiar conditions under which it developed has led many linguistic ob-
servers to classify New Mexico Spanish as a distinct dialect ““representing

4 more or less direct reflex of the speech of sixteenth century con-
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quistadores ™ (Ornstemn. 1972, p. 70). As a consequence. the bulk of hn-
guistic research on New Mexico Spanish has concerned itself with 1ts
allegedly static and archaic nature. Thus archaic hinguistic forms such as
tniye for traje (1 brought). muncho for mucho (maay or much). and ansma
for aw (thus) anu other similar dialectical peculanties have been investigated
extensively.

In additior. to its umque archaisms. a second aspect of New Mexico
Spanish that has provoked public controversy is the tendency of its speakers
10 borrow and incorporate English word forms into their speaking reper-
toires. As early as 1911, Aurelio Espinosa. the most prominent scholar of
New Mexico Spanish. made numerous observations regarding the mixing
of English and Spanish forms (Espinosa. 1911). To illustrate. New Mexico
speakers will frequently and quite unconscrously convert the English word
truck into troca . lunchanto lonche . sink “ato singue . as well as many others.
Since academic purists have always identified this language-mixture behav-
10r as corruption and not as language accommodating itself to change. the
Spanish of the Southwest has frequently been pejoratively referred to as
Spanghish. Tex-Mex. pocho Spanish. or simply as nonstandard. Judgments
of New Mexico Spanish have been no less harsh.

For example. Eyning. a university professor. expressed his concern for
the lach of purity in New Mexico Spanish in 1937,

A residue of frontier Spanish of the sixteenth. seventeenth and eigh-
teenth centuries. shghtly enriched by expressions filtering in from Mex-
o, has been officially allowed to vegetaie and be preserved by oral
transmission for almost a hundred years . . . Spamish must be raised
to the professional and cultural level anu officially banned on the ilht-
erate level of the interests of the Spamsh-speaking people are to be
protected (p 24

Kercheville. a University of New Mexico professor. was likewise con-
cerned wich restoring and modermizing New Mexico Spamish in 1938:

However. 1t 1s an observable fact that Spanish s rapidly. if not dis-
appeanng. certainly degenerating in New Mexico. It 15 being mixed
with Enghsh. and in some respects 1s becoming almost a dialect. . . .
The process has not gone too far yet but that it can be stopped. and
the Spanish language saved for postenity as a great vital second lan-
guage in New Mexico. But the work of reparation and insistence on
correct Spanish must be done now (p. 46).

The statements of Professors Kercheville and Eyring reveal some impor-
tant sociohinguistic distinctions that academics and lay people began to make
between the variety of Spanish that New Mexicans commonly spoke. and
the Spanish they were being asked to learn. The New Mexico variety of
Spanish was of course acquired prnimarily within the intimacy of the family
and community and was preserved largely through oral transmission. Com-
monly identified as Castelluno. the superimposed vanety of Spanish was
perhaps best learned through the formalbity of school instruction and was
transmitted and preserved via textbooks and an extensive written literature.
While popular usage of the pecple standardized New Mexico Spanish. the
prestigious Acadenua was the official conservatory agency of Castellano.

In the minds of most people. the New Mexico dialect represented local
habit and custom. just as Castellano represented “great tradition™ and high

14



Q

ERIC

Aruitoxt provided by Eic:

100 Bilingual Education Technowogy

culture. Within the academic community, New Mexico Spanish was seen
as madequate for handling high conceptual thought as well as having a
limited capacity for managing the new and scientific. To be sure. New
Mexico Spamish was useful in getting an individual a job with the local
political party: but on the other hand. Castelluno Spanish could assist one
in securing an ambassadorship in Latin America. As these attitudes becarne
socially entrenchec it was relatively common for both academicians and
lay people to evalua = Casteiluno as pure. unadulterated. and correct. while
New Mexico Spanish was perceived as an achronitic. parochial. and in
need of purification and modernization.

Continually judged against a Castillian standard. New Mexico Spanish
suffered in status and prestige. The subcerdinate status of New Mexico Span-
ish was further reinforced as public school educators urged speakers of the
local dialect to emulate a variety of Spanish that was both distinct and
different. Not surprisingty. public denigration has strongly influenced the
native Spanish-speaker’s own self-awareness about the quality and even the
legitimacy of their local vernacular. Put in the position of evaluating their
local vernacular. Spanish-speaking Americans with traditional roots in New
Mexico are typically apologetic. defensive. and will frequently say some-
thing to the effect: “pero nostros hablamos Espanol muy mal” (but we
speak Spanish very poorly).

The issue of the local dialect versus a standard variety is very much alive
today. particularly among bilingual educators who are being called to make
pedagogical decisions as to what variety of Spanish should be taught to
New Mexico children. Educators who defend the New Mexico dialect argue
that the child brings with him a legitimate and fully developed language
system that the school must accept and utilize educationally. Opponents of
dialect teaching argue that New Mexico Spanish lacks prestige and prevents
its speakers from interacting with the larger Spanish-speaking world. Judg-
ing from the highly polanzed debates of this issue at a recent bilingual
education conference. the question will not reach academic resolution easily.

To summarize briefly. the Spanish language has been maintained in New
Mexico for over 350 years. largely through geographic and cultural isolation.
For the most part. the Spanish language in New Mexico has existed pri-
marily on a primordial. ethnicity and tradition-bound basis rather than on
an ideological or nationalistic one. Although invested with official and legal
status 1n 1912, the Spamish language in New Mexico has failed to achieve
widespread social recogmtion and equality.

In spite of its well-recognized oral tradition. there is some evidence which
suggests that an extensive Spanish hteracy base was beginning to emerge
in the early twentieth century only to be curtailed abruptly by the rapid and
widespread introduction and mstitutionalization of Enghsh in the public
schools. This hiteracy base was primarnily tied to functional uses of literacy
such as letter wniting. official rec >rds. reading religious literature or Sparish
newspapers. However. as a esult of the rapid insrusion of English, an ex-
tenstve wntten literature in the form of helles lettres. novels. dramas and
poetry was not allowed to flourish.

Although there 1s 4 rich and extensive standard Iteracy tradition in Span-
1sh on a world-wide basis. the specific but narrow teracy tradition in New
Mexico has important imphications for the development of Spanich hiteracy
and structional matenials designed to promote 1it. On onc level. the idea
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of motivating and encouraging children in New Mexico 10 become literate
in Spanish in order to attain access to the “great traditions™ represented by
standard world culture is exciting and appropnate. On the other hand. in-
structional materials that rely exclusively on enticing children into Spanish
literacy by holding up a Spanish culture as a model and as a prime motivator.
run the risk of alienating individuals from their own cherished local and
particularistic values. language and traditions. For some New Mexico Span-
ish-speaking children. a standard literacy tradition that is remote in time
and space and that represents alien values and traditions. can be just as
irrelevant and meaningless as the stundard. middle-class-Anglo culture tre-
quently 1s. Undoubtedly then. the issue 1s a delicate one and must be han-
dled sensitively by bilingual materials production specialists.

In a simular vein. the problem of convincing children. teachers. parents
and communities of the value and importance of Spanish literacy is a dif-
ficult onc. It is difficult to argue the value of literacy. given the fact that
outside of a few public signs and with the exception of some private literacy
within specific families. there does not appear to be an objective. functional
need for Spanish literacy within many New Mexico communities. For bi-
lingual teachers. the problem of helping children move into literacy when
there are few meaningful uses for Spanish hteracy in the community is a
complex one.

It is clear then that in addition to the technical problems involved in
materials development. larger social issues must be recognized by individ-
uals working in this “'relevant™ materials area. These individuals must see
as a primary task the elevation of the status of the local dialect—in this
case the Spamish dialect—by accepting. promoting and creating new values
and new appreciation of this language as a legitimate vehicle for literacy.

The Tierra De Encanto Literacy Materials -

The pnmary problem to be researched in order to construct a theoretical
framework or rationale for developing culturally relevant matenals was. of
counse. the users of such materials. The study of the nature of children and
the nature of the reading process that eventually yielded such a rationale
Wwas based mainly on findings from four broad areas: psychology. sociology.
culture and language. The topic of “children™" in general yielded some uni-
versal abstractions that guided our thinking in constructing the materials.
However. the topic of ““children™ looked at the real target children that
voncerned us—the Chicano children of New Mexico living with other chil-
dren in the state. The content. scope and sequence of the reading material
took 1ts concrete form from the following fundamental assumptions about
children and language.

The children were seen first and foremost as human bheings with a hier-
archy of needs wuch as those described by Maslow (1962) and Palomares
(1972)—physical, physiological. safety. love. self-esteem, and cognitive needs.
These basic needs. the particular cultural interests and life aspirations and
values of the Chicano culture for simple survival and complex self-actuali-
zawon. including an emphasis on the special need to act empathetically and
compassionately as well as intelhgently are all depicted through the cultural
content in the stories. For example. in the story ““Vamos a Tu Casa” the
reader learns about different natural animal shelters. but also about a boy
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who helps a baby bird find its nest because the bird still cannot fly well
(Gonzales, 1973).

The children were also seen as children and not as adults. The develop-
mental theory of Jean Piaget (Flavell. 1963: Piaget. 1953) guided our thinking
here. Play was emphasized throughout the stories because it was seen as
the major mechanism of m~tivation, intelligence, development and life in
general (Piaget, 1951). The stage of '“children’ represented for us a major
formative part of a long life span in which the most basic organic, mental.
emotional. physical or more generally. psychological structures and func-
tions must be constructed for later use and elaboration in adult life. The
stage of “children’" was in no way seen as an incomplete entity but at once
holistic and integral and at the same time in the process of continuous.
constant. and more or less stable transformation. The children were each
seen as a total entity or living system self-regulating the influences of its
internal and external environment in a manner somewhat qualitatively dif-
ferent from adults. It was learned early enough that children construct
reality (that is the precept. the concept, the affect, ctc.) differently from
that constructed by the adult. and this was highly respected and appreciated
(Piaget. 1929. 1930. 1941, 1946, 1954). The developmental process in all its
many realms (intellectual, moral, metaphorical, emotional, and physical)
was seen as a normal and healthy process. The stage of **children’ meant
for us the early childhood and elementary school years (pre-operational and
concrete-operational stages). In a Piagetian (Piaget, 1952) sense they were
seen at this period of their lives as refining some of the already developed
cognitive abilities. as in the midcie or in transition stages for others, and as
developing some new ones. In short. consolidating some structures and
functions and beginning the next ones.

The children were seen as constructing sex roles-~boys and girls inter-
ested in their historical roots, but more so in their everyday lives. and in
their dreams of the immediate future. As boys and girls they had already
acquired. and would continue to acquire. the roles of male and female in
the Chicano culture. with new attempts at avoiding sexism. Both sexes read
about some universal. as well as particular boy and girl problems. that they
need to solve through the true-to-life or fantasy and role-playing situations
in the stories. (n the story, “"The Weeping Nun™ the reader sees the conflict
of values in the nun who is dedicated to God on one hand and the feelings
of love she has come to acquire for the wounded and hungry soldier whom
the convent takes in and cares for. The children also sec the consequence
of the choice the nun makes in the end (Gonzales. 1973).

Thirdly. the heart of the reading process (Zintz. 1970) and children de-
manded that we see the children as language users (Hymes. 1972). The
hearing, speaking. writing and reading activities in the material capitalize
on a very familiar New Mexico Spanish dialect very rich in its power to do
all that other languages can do as instruments of symbolic thought, com-
munication and expression. As language users, in general. they were viewed
as developing hilingual readers in particular. Recognizing that the reading
process is more than the sum total of what the teacher does, the children
also were expected to be highly capable of acquiring the many known and
unknown techniques of reading mostly by themselves if the matenials at
least had high significance and relevance. Traditional and favorite methods
of teaching children decoding and comprehension skills were included if
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there was a logical case for them to be used and not because they had come
to be known as somehow intrinsically tried and true methods. Some were
left out entirely. However. since the children were seen as readers of English
and readers of Spanish. the material also offers some innovative reading
techniques to be used by the teacher to help the children make connections.
separations. and comparison«. between the two languages. so that the pro-
cess 0. thinking in this case remains synthes.zed and enriching for each
language and not as interfering ana confusing the one with the other Shuy.
1973).

The content of the material assumes a group of biculturally adaptive read-
ers and therefore thinkers who have the capacity to synthesize the two
cultures in a healt".y and enjoyable manner. and who later can recognize the
bicultural context in a metacognitive and social sense for acting in the ap-
propriate manner in particular situations. The material aims as one of its
major gals to help the child’s growing biculturalism. The reading material
also atteny-s (in the teacher’s guides) to help children integrate the reading
process with all other areas of development such as science. math. social
relations. and the fine arts. Space dves not permit us here to write about
all the technical considerations in constructing an attractive format for the
printed materials so that the reader is invited to pick up the printed material
and read it.

The reading material follows a developmental sequence where one level
prepares the reader for the next level (Piaget. 192« 1974). There was de-
veloped a general readiness level that included u sensori motor-perceptual
activities section (Frostig. 1964). ai introduction to print readiness level,
and lastly a language experience approach (Van Allen. 1967) section. The
first book. Level 1. presumes a know ledge base comprehensive enough for
the child to achieve almost total success with his first stories since none of
the vocabulary 1s new. only the different arrangement of it in the stories.
The rest of the levels were designed so that the child might experience
70 to 90 percent success with each new level. The teacher is given
many ideas to meet any of the new vocabulary in each story. Although the
vocabulary i1s sequenced and highly controlled in the first three levels. the
conient of the stories remains faithful to Chicano children’s interests with
the help of large and attractive illustrations. The next three levels (IV. V.
and V1) presumed a general sophistication in the reader that could now give
more emphasis to independent and creative reading activities. Stories with
very high interest and cognitive content such as myths. legends. fables,
analogy. mystery, romance, morality and problem-solving themes are em-
phasized at this developmental level.

The children should be able to recognize that New Mexico Spanish cul-
ture achieves its uniqueness from interactions and adaptations with both the
Indian and Anglo cultures of New Mexico. The children should find in the
stories content that reflects a bilingual-bicultural and often an overfapping
multi-cultural psychosocial context. The particular Chicano bicultural sec-
ular, religious, rituahstic, ceremomal and celebrative content dealt within
the stones include and overlap many times with some of the traditional and
modern views of both the Indian and Anglo culture represented in New
Mexico. In a sense New Mexico culture is depicted in the stories that belong
now 10 the three main cultures of this state. The theoretical framework for
the materials recogmized the Chicano children of New Mexico as uniquely
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dive se but at the same time shanng similar experiences with his non-Chi-
cano peers. The use of the New Mexico Spanish dialect in the reading
series could possibly meet the primary home language needs of about 30
percent of the Chicano children. Use of the New Mexico Spamish dialect
could also be a very relevant introduct'on of Spanish as a second language
for the other 70 percent of the New Mexico children (both English
domnant Chicanos and other non-Chicanos). Ia this sense the material has
‘relevance for most of the children of New Mexico becanse much of the
linguistic and nonlinguistic information i1n the content of the stories is com-
mon to many of the children of New Mexico. such as piion picking time.
and hghting luminarias and farolitos. In this sense the reading series was
developed essentially for both: those children that are already in the process
of being Spanish-English bilinguals. and those who might like to become
so with their peers. For the non-Chicano-culture children the case might
be a matter of acquiring only the Spanish language labels for concepts
already i1n their culture. which is as much as talking about language exten-
sion in general through synonymic elaborations. Or. in other cases. it would
be the introduction of both a new concept plus the label. But in many cases
the New Mexico Spanish words and concept would already be in the lexicon
of the New Mexico Indian or Anglo dialect. such as the words mesa. chile.
. fresta. ristras. peso and compadre .

In developing a rationale for the development of culturally relevant New
Mexico Spamsh hteracy matenals. the participants of the institute com-
mitted themselve, first and foremost and as closely as they could to what
we thought and belicved to be the fundamental culture and dialect of the
New Mexico Chicano children. We assumed that having found the reading
content more related to their “organic’ thinking (Ashton-Warner. 1963.
Roach Van Allen. 1967) the process would automatically continue to other
types of matenals provided either simultancously or subsequently by the
teacher. 3

The institute’s goal. it will be recalled. was twofold: to train personnel
in the development of the “bilingual ¢ducation™ concept in general. and to
train this same personrel in the development of concrete Spanish hteracy
matenals that could be more relevant for the Chicano children—especially
those in a Span sh-Englisn bilingual classroom. The institute’s investigations
of the most recent literature on children from a psychological. sociological.
cultural. and linguistic pérspective formed a strong base for what many of
the participants already felt to be so intuttively. The success of such beliefs
and findings are présently being tested as the reading series is tried with the
children of New Mexico. The general result. however. at the end of the
matenal: development institufe was, in retrospect. a success for many of
the participants. for it had already been a time of intellectual reflection and ¢
a creative process plus great satisfaction in perhaps finally contributing in
a very real way to the modern curnculum content for bilingual children.

Condluding Comments

The intent of his paper was to discuss 2 number of issues related to the
development of hiteracy matenials for & speaific Spanish-speaking group. the
Chicano children of New Mexico. Emphasis was given to reaffirmicg the
educational pnnciple that iteracy matenals. and instructional matenials 1n
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general. should be localized znd particularized to the needs and character-
istics of specific cultural and linguistic commumties. Histonically. Spanish-
speaking children have been expected to benefit from literacy materials that
are based on models of language and culture that are far removed from their
own expenences and background. Hopefully. the idcas in this paper will be
useful to others involved in developing culturally and hnguistically appro-
priate literacy materials for other particular groups or communities.
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LANGUAGE THROUGH SCIENCE: AN INTEGRATIVE MODEL

Joyce A. Penfield
University of Texas at El Paso
Jacob Ornstein-Galicia
University of Texas at El Paso

INTRODUCTION

g

In recent decades science education has shifted to a process approach to
learning as opposed to the mastery of scientific principles through the mem-
onization oI facts. This current orientation in science education is due in
large measure 10 the influence of Montessqri and Piaget whose thinking has
influenced pedagogy indirectly to incorporate the utilization of inquiry
through observation, experimentation and discovery of generalizations (Ag-
nello. 1980). This inductive method of learning has also been popular in
second or foreign language education as illustrated by the use of various
types of drills in the audio-lingual method, developed over two decades ago.

Today more .and more schools apply problem-solving at different levels
with concrete maferials comirg from the cultural environment of the stu-
dents involved. Rather than providing the student with the generalization
or scientific principle and then illustrating it through an experiment, con-
temporary pedagogy presents the student with a problem and guides the
student in scientific procedures to arrive at a solution to this problem. As
a result, the student develops his cognitive operations and discovery pro-
cedures by coming up with a generalization on his, own.

.
. »

Bilingual Education, and Science

The rapidity with which bilingual education was in part mandated has
resultd® in a number of lacunae or 8aps in its application vis-a-vis content
areas, especially math and science. A survey of classroom practices in
bilingual education projects in the El Paso/Las Cruces border area of the
Southwest revealed' matching content materials to the special needs of
bilingual-bicultural education constitutes a dilemma-(Ornstein and Penfield,
forthcoming). Apparently, this problem is"even more acute in science ed-
ucation where ethnic factors sometimes play a subtle and partially fegative
role in classroom practices. Too much of science instruction in bilingual
education is still based on the memorization of *‘facts” with only minimal
attention 1o inquirv processes or the application of scientific principles in
any way relevant or useful to the Latino iife style. The mainstream, middle-
class science materials utilized often allude to remote examples that non-
mainstream children can not relate to easily. In the upper grades, where
instruction takes place in English .ind textbooks are also in English, the less .
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proficient student of Enghsh loses out on important scientific concepts nec-
essary for future courses. Since many Latino minority students fail to
ceive the sort of exposure to science at an early age that many Ang‘
muddle-class chi'dren receive. their chances of advancement in science-re-
lated occupations at advanced levels are lessened.

Hernandez (1971) has noted the need for curricular changes for Mexican
American students: in particular. the use of materials dealing with the Indo-
Hispanic cultural heritage as part of the curriculum. The curriculum no
doubt partially explains the low participation of Mexican Americans in sci-
ence-onented fields of study in higher education. A national study con-
ducted in 1972 reflected the fact that only 3.1 percent of those Mexican
Americans in higher education were in the fields of engineering. physical
science or business. while 85 percent were in liberal arts and sciences (Lo-
pez. Madrid-Barela. and Macias. 1976). Slightly higher figures existed at
the University of Texas at El Paso in 1975 where 13.9 percent of the Spanish-
surnamed students were enrolled in the College of Science and 7.7 percent
in the College of Engineering (Muhs. Popp. and Patterson, 1979).

At least two main factors are involved in bilingual-bicultural education
as far as science education is concerned. The first of these is the interplay
between language and concept formation. Since many children are exposed
to science im English at a level above their language competence. they never
understand the scientific concepts involved. They certainly do not acquire
the skills of inquiry or creative problem-solving that can effectively equip
them to function in a highly technological society such as the United States.
either at a practical or a technical level.

A second factor is that mainStream science materials often are based on
“remote” examples that minority children can not relate to easily. In the
upper grades. both the scientific concepts and the English language struc-
tures necessary to verbalize and understand the concepts become very com-
plex. Thus. students in the upper-elementary grades who have a low level
of mastery of English. lose out on important scientific concepts and inquiry
processes that are fundamental for more advanced science work.

In kine with both factors mentioned above, this paper suggests that an
inquiry approach to science nstruction, with the proper hands-on activities.
could improve the bilingual-bicciural program by: (1) focusing more on
cognitive operations and problem solving: (2) improving language skill
both languages: and (3) providing better opportunities for bilinguals to par-
ticipate 1n advanced science studies. Exactly how these three goals might
be achieved 1n bilingual education 1s suggested later in tkis paper by a prob-
lem-solving model for integrating science and language. To some extent.
this model could also be applied to other content areas such as social studies
or math However, tiese areas are beyond the scope of this paper. -

Models for Integrating Scienc e and Language

We can distinguish at least three existing alternative curriculum models
for integrating science and language. Although these are basically hypo-
thetical models. imagined for the sake of discussion and 1n order to contrast
with our own integrative model. we feel that each model exists to some
extent 1n some schools in the U.S. orfCanada. For the sake of discussion.
we will refer to these models as follows: the transfer model. the balunced
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bidingual model. and the £SL model. Our own model will be referred to as
the integranve model.

FIGURE 1
THE TRANSFER MODEL.
| SCIENCE CLASS ESL. CLASS
Spamsh-speaking || —advanced concepts ~appropriate level
monolingual |77 —instruction 4}l in -non-content oriented
Spamish i
English-speaking SCIENCE CLASS
monolingual -advanced concepts
& — —instruction all in
bil:nguals English

The transfer model is entirely designed for non-English-speaking students
who enter fourth. fifth or sixth grades with only competence it Spanish
(Figure 11, The focus of this model is to provide fairly advanced science
congepts in Spanish until the students are able to function somewhat in
English when they can subsequently be transferred mto English-speaking
science instruction classrooms. Thus. the transfer model is basically a tem-
porary procedure to deal with non-English speakers or incipient bilinguals.
As the diagram illustrates, the ESL instruction in the transfer model is not
coordinated with any particular content area. such as. science or math
although the teacher may draw on these areas occasionally in teaching. The
transfer model may often attempt to maintain content continuity in the
curriculum by teaching the same concepts for each grade (4th, Sth, or 6th)
but in different languages for different populations of students. Thus, a
student is hypothetically easily moved from sciefce instruction in Spanish
in fourth grade. to science instruction in English in fifth grade, once the
necessary languagexskills have been acquired in English. In short. the trans-
fer model is really'd temporary way of dealing with bilingualism and one
which seeks to integrate the non-English-speaking population into the main-
stréam English courses as soon as feasible. .

The balanced bilingual model seeks to devote equal time to science in
both English and Spanish through separate classes. This modél is no*doubt
fairly uncommon in practice in the United States. although it may be utilized
in Canada. The order in which these two classes occur is ultimately the
key, since the notion is that a Spanish-speaking dominant bilingual student
should first learn and understand the scientific concept in his dominant
‘anguage and then later be introduced to the same material in English. This
model obviously sccks to develop English language skills in science class
while not sacrificing the acquisition of the scientific concept first in the
dominant language (Figure 2).

The balanced bilingual model is designed for Spanish-speakinhg students
in all three upper grade levels (4th-6th) with primary focus on learning the
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FIGURE 2

THE BALANCED BILINGUAL MODEL

Spanish-speaking
bilingual
(transfers &

SCIENCE CLASS
—advanced concepts

—instruction afl in

SCIENCE CLASS

—advanced concepts
-instruction all in

thaps non-English

English
speakers)

Spanish

ESL CLASS |
~-non-content oriented

inquiry processes and concepts through Spanish, along with reinforcement
of the same processes or concepts and improyement of English competence
later in the day through science instruction in English. ESL classes are
designed as optional but required for less proficient English speakers and
perhaps transfers, if needed.

The third hypothetical model, the ESL model, is aimed at helping the
less proficient English speaker or non-English speaker to reccive science
education in English, but only after proper preparation in ESL content
(Figure 3). The ESL model is currentiy applied in an experimental program
funded under Title VII at Roosevelt School, El Paso, Texas (Apodaca,
1981). This model requires a great deal of coordination between ESL teach-

ers and science teachers, using a minimum of Spanish to explain the basic .

concept and a maximum of English in the classroom. As Figure 3 reflects,
a typical daily schedule for each grade level (4th-6th) of Spanish-dominant
students includes a science-oriented ESL class followed by a science class
predominantly in English. The same routine is followed for social studies
and math.

FIGURE 3

THE ESL. MODEL \\_
K ESL CLASS SCIENCE CLASS
Spanish-speaking || _{-content oriented] _|-advanced concepts
monolingual (science) -brief explanation in Spanish
-most instruction 1n Er lish
Ist 2nd

Through coordination between the ESL and science instructors, the ESL
model seeks to first give the students the English structures and vocabulary
necessary for the science class which follows. The science class is taught
briefly in Spanish and then:in more detail in English. The concepts intro-
duced in science class in.the ESL model afe the same concepts introduced
in English to monolingual/dominant-English speakers. In short, the ESL
model utilizes the notion of ESL in the content areas to prepare students
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for a science lesson conducted primarily in Enghsh. It 1s obvious that this
model would have some ifficulty in encouraging inquiry development in
Cnamish, since the focus  the model s functioning in Enghsh. for the most
part.

<
An Integrame Problem-Solving Model

In the hypothetical models discussed previously. we can note some sim-
ilarities as well as some problems for an inquiry approach to teaching sci-
ence. First. none of the hypothetical models have included similar
components for the monolingual or proficient English speakers. There is no
suggestion for tfeating Spanish as a Second Language for English speakers
as there is for English as a Second Language (ESL; for Spanish-dominant
speakers. Secondly. the inquiry approach would be problematic in most
models since it is based on a great deal of verbalization on the part of the
child often at a linguistically complex level. At least for the advanced sci-
entific concepts. students who are ess proficient or perhaps non-English
speakers would not be able to function in English through a truly inquiry-
approach as many of the models have suggested. However, they might pos-
sibly function at a less advanced or beginning science level through the use
of English. In fact. as we are suggesting in our integrative model, scientific
inquiry at less 2dvanced stages can be used to teach a second language.
whether this be Spanish or English. while the dominant language can be
used to teach science at the more advanced inquiry stages or the stage
appropnate to the level of the child involved. Our model spells out specif-
ically how langua e skill in the dominant language and the second language
might be synchronized and mutually supportive with science instruction in
a way that 1s relevant to Latino culture.

In order to be adaptable to a variety of sociolinguistic situations répre-
sented in bilingual educational programs throughout the United States. the
integrative model that we propose first assisnes three hypothetical. cate-
goncal pom.ts along a language proficien.y continuum:

t

Spanish-speaking
__monolingual

English-speaking
monolingual

X

bilingual

At one end of the continuum are the monolingual Spanish speakers: at
the other end are the monolingual Enghsh speakers: and in the middle are
the bilinguals who are either knowledgeable in both Spanish and English
or who need work in both formal Spanish and forraal English. These are,
of course. simply imaginary distinctions since n real life a community,
especially El Paso. Texas. or a classroom, certainly may have children who
range from monolingual Spanish speakers to dominant Spanish speakers to
balanced bihinguals to dominant English speakers with some knowledge of
Spanish-to monolingual English speakers (Ornstein, Valdes-Fallis, Dubois,
1975). In reality. school systems. just as classrooms. often have the same
array. but for the sake of our model we are going to imagine three main
groups of students in grades 4-6: (1) the aominant Spanish speaker who
needs ESL: (2) the balanced bilingual who has fluency in certain domains
in English and Spanish. can read in both languages. but may have greater
vocabulary and structural language development in certain content areas
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112 Biingual Education Technology

for one language versus another: and (3) the dominant English speaker who
may or may "ot know a httle Spanish and 1s in a program of Spanish-as-a-
Second Language (SSL) or Spanish-as-a-Foreign Language. It will be as-
sumed that bilinguals who may not be able to read in both languages. i.e..
who are not balanced. would be placed in the first group described.

The three categories mentioned above are typical of three separate classes.
or more realistically in some cases. of one linguistically heterogeneous
classroom. Our model could function within a classroom situation in which
the three groups would be dealt with separately or within an entire school
setting in which each group would constitute a different class and be han-
dled separately. The latter is. of course. ideal.

Although the three categories of students distinguished theoretically above
may be quite different linguistically, we can assume that they are all ho-
mogeneous 1n their need for scientific concepts and that all need develop-
ment 1n problem-solving and inquiry if they are to be adequately prepared
for a technologically oriented world. such as the United States. At the same
time. 1t might also be assumed that each group may have different levels of
preparation and background in scientific inquiry processes. Because of the
linguistic situation. it is often the case that monolingual Spanish speakers
or dominant Spamish speakers lack the knowledge of technical scientific
terms in Spanish. Therefore. it might be necessary to cinphasize these tertus
in the science classes taught in the dominant language.

Figure 4 illustrates the sequencing to be followed with the three groups
mentioned previously so that a full integration of second language classes
and science classes can be achieved. given the linguistic nature of the stu-
dents involved.

FIGURLE. 4
THE INTEGRATIVE MODFI.
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The integrative model includes several unique aspects. First, the integra-
ton of bilinguals in both second language learning sett ags is suggestec to
facilitate interpersonal communicative language acquisit on. Thus bilinguals
act as peer tutors to second language learners and at the same time receive
review in concepts as well as terms used in both Spanish and English for
these concepts. This is in keeping with research on language acquisition
among children, which reveals that actual communication as opposed to
formai language instr.ction is more beneficial for chitdren below puberty
(grades 4-6).

The integrative model is basically utilizing the immersion language learn-
ing concept that focuses on actual language communication and use in con-
tent areas as opposed to language instruction in noncontent oriented areas.
The integration of two very different sets of students proposed by our model
provides a sort of immersion quality to the SSL and ESL language program
while at the same time facilitating the review of simple scientific concepts,
e.g.. color terms, terms for shapes, texwre. size. temperature differences.
direction, movement, taste and length.

A second unique aspect of the integrative model is the use of science-
oriented materials to teach the second language. This notion is a fairly
uncommon one. although a few bilingual educators such as Frank Sutman,
Professor of Science Education and Director of MERIT Center at Temple
University. have proposed it. A more detailed monograph dealing with this
concept. to be published jointly by Frank Sutman and Virginia F. Allen.
entitled “Teaching English Language Through Science in Multicultural Set
tings™ is in process (s¢e National Science Teachers Association, April 1981).

Using science to teach ESL/SSL is a very sensible notion that offers
pedagogues an opportunity to kill two birds with one stone. In the first
place. as discussed previously. the learning strategies of the child are fur-
thered through manipulation and internalization processes both in language
learning in natural situations and in cognitive operations as defined by Piaget
(1971), Santos (1980). and Montessori (1976). A scientific inquiry approach
to learning science offers this opportunity for both language learning and
inquiry growth. The use of hands-on materials that children can manipulate,
observe. and comment about provides the basis for sensory-motor learning
of language and science.

The third unique aspect of our proposed model, and one that vanes from
the practice of most bilingual programs. is the actual directions in which
the model proceeds. Some models seek only to help the Spanish dominant
or monolingual Spanish-speaking child and eventually function totally in
English. These models are essentially unidirectional and their focus is es-
sentially on the non-English-speaking student. It is Interesting to note that
our integrative model seeks to be truly bidirectional and bilingual in that we
are not only concerned with providing opportunities for ESL through sci-
ence but also SSL through science. This is in keeping with E! Paso Public
School policy where children receive one class per day in SSL (if English
dominant) or ESL (if Spanish dominant; in grades 4-6.

In many models Spanish-dominant students are prepared in ESL essen-
tially to join science classes instructed in English. and all tyo often this
means they join English dominant or monolingual English-speaking peers.
This situation can be problematic and psychologically damaging for the less-
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proficient Enghish speaker who 1s always somewhat behind his peers be-
cause of language differences We can imagine this especially to be the case
with an inquiry approach to science. since this approach involves problem-
solving through verbahzation. The ESL model. for example. involves pre-
panng students in ESL classes to understand the structures and terminology
they will encounter later 1n a science class taught mostly in English. The
integrative model is quiie different in this respect. It attempts to ensure
acquisition of the scientific concepts through the dominant language. thus
avoiding the problem posed by other models in which language becomes a
barrier to scientific understanding.

In contrast to the ESL model. the integrative model first builds on lin-
guistic structures through basic scientific concepts in the second language.
Complex sciéntific concepts are dealt with ir the student’s dominant lan-
guage at the same time. Thus our model is directed at teaching a second
language. either Enghsh or Spanish. through fundamental knowledge of
science—rather than through complicated concepts. Our goal is to teach
ESL. SSL through science not to teach ESL for science. On the other hand.
science classes focusing on more advanced concepts and inquiry processes
are instructed in the dominant language to assure maximal acquisithsdby
each population of students involved. Since the inquiry approach requires
a vanety of different hnguistic structures. such as the ability to ask ques-
tions. make statements. understand more complex directions. and make
generalizations. our model tries to ensure a competent grasp of hnguistic
complexities before introducing advanced scientific concepts.

In addition. the integrative model 1s brozder in scope than the hypothet-
ical models discussed previously in that it attempts to deal with 2 variety of
different populations and communities thfough bidirectionality. In com-
mumties such as E! Paso. where the sociolinguistic situation is extremely
complex and where the knowledge of both English and Spamish 1s useful.
if not necessary. to all populations. 1t is necessary to have a broad and
encompassing model that can be adapted to a wide vanety of different
linguistic and ethnic groups.

it might be noted that the ntegrative model could equally be applied to
other content areas: math. social studies. etc. We have chosen science for
this paper because we feel this content area. more than the others. offers
4 umque opportumty for matching concrete matenals and visual ads with
language structures Second language nstruction depends heavily upon di-
rect use of pictures and other visual aids for teaching specific language
structures. Math and social studies mnvolve concepts that are not as easily
related through pictures or visual aids that match specific hnguistic struc-
tures. For example. the present perfect structure in Enghish—not com-
monly used in Spanish—mught easily be learned through active experiments
involving change. e g.. "How has the plant changed™ It hus grown one
inch.”

On the other hand. science tends to focus on specific linguistic structures
and vocabulary. This means that not all language skills can be covered
through science There are defimtely hmitations as the analysis of a variety
of necessary structures and vocabulary items by the authors has revealed.
Stll. science does offer & good opportunity to understand and learn how to
use these skills through concrete manipulation and verbahzation.
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Hands-on Materials for an Integrative Model -

The notion of using science to teach a second language through the ap-
propnate hands-on materials is in line with piactical and theoretical findings
of a variety of educational leaders whose impact continues to be felt in
numerous sectors of school practice. Jan Amos Comenius, a sixteenth cen-
tury Czech humanist lamented the abstractness of schooling in general and
advocated pictorial and other means in language instruction to counteract
this. James Asher (1966, 1969) and Elkins. Kalivoda. and Morain (1972) are
less well-known but both have proposed a multisensory approach to lan-
guage learning, termed the Total Physical Response Method. Maria Mon-
tesson established networks of schools dedicated te active participation by
the child and manipulation of concrete, relevant objects simultaneously with
verbalization. Altof these great thinkers share in a dynamic view of learning
for the child. whether scientific concepts. mathematical concepts. or lan-
guage are involved. Figure § illustrates this dynamic view of learning. This
view goes hand in hand with the inquiry processes to be acquired in the
science classroom.

FIGURE §
DYNAMIC VIEW OF LEARNING

-9 Makes hypothesis
_ (guess) \\

/ ’ Tests hypothesys
Observes (trial & error with
f concrete objects)

~N
Internalizes

generalization ) Vahdates or )
rejects hypothesis

1t 15 obvious that the hands-on materials necessary to stimulate the above
process of learning are crucial. Hands-on materials must not be viewed as
“cute”” gimmicks or tricks to make learning more enjoyable. They are nec-
essary primes in a dynamic approach to learning. Each of the scholars
previously mentioned provides clues for the development of hands-on ma-
terials for a bilingual science classroom.

Montessori's notion that a child internalize concepts through the senses.
led to the development of materials that were adapted specifically to the
child’s world as opposed to the adult world. The development of hands-on
materials for bilingual-bicultural science classes must also adapt to the eth-
nic/cultural background of students in order to facilitate maximum inter-
nahzalion of concepts. For example, to develop the inquiry process of
classification for Mexican- American children in the Southwest (and Anglo
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Children. too to some extent) the use of decidvous trees and or leaves might

be less relevant than desert fauna or cacti. The deveiopment of linguistic

terms. such as “"hot™ or “"spicy”” would probably involve different examples |
of food items for Mexican heritage students than for most Anglo heritage |
students.

In this connection. it must be emphasized at this very juncture that too
many colleagues over-simplify the matter of terminology. assuming that ap-
propriate Spanish equivalents are whatever may be found in any sta
school dictionary. In fact there are some-nincteen national vanetics of Span-
— ———1ist—a5s well as regional dialects in each nation of the Hispanic world. in- 1
cluding the United States. Puerto Rican. Cuban and Chicano Spanish reflect
sharp differences of lexical and phonological type with much less divergence
in grammar and syntax. A discussion of the sociolinguistic nature of U.S.
varieties of Spanish may be found in Ornstein (1981). In brief, bilingual
teachers must accommodate sociolinguistically to the respective national/
regronal varicty. be it Spanish or any other language. so that whether this
be done informally or otheswise. “dialect™ items of word or phrase type
can be readily supplied. insuring that the younger learners. particularly. can
readily grasp meanings and avod embarrassing confusion. Unfortunately.
bilingual teacher training still tends to deal with the linguistic component
in a cavalier fashion. cmphasizing abstract linguistic principles rather than
basing such components on the problems encounteied as a result of lan-
guage vanation in actual domains of living. of which the school is without
cquivocation. one of the most crucial. One of the few glossaries of science
terminology was prepared by Ortiz and Davila (1979) as a course project
within the framework of the Buingual Teacher Training Program at Texas
A. and 1. University. Kingsville.

Piaget's notion (1976) of concrete and abstract operations suggests that
abstract operations must come by way of concrete operation of manipulated
objects that are most relevant culturally and geographically to the children
involved. This specifically relates to basic concepts that he suggested. such
as classification. senation. number. space. quantification. and measurement.
Piaget's notion that conservation is fundamental to understanding of any
other properties of number 1s crucial to the scientific concept of quantifying
observations. The child not only has to be able 1o measure using different
systems or tools of measurement but he also has to understand the concept
that the same quantity may have different orders. shapes. and sizes. Ex-
periments using concrete application of a physical charge effected on a
quantity by the child. along with a change back to the original state. would
help the child to internalize the fundamental concepts of conservation and
reversability A variety of hands-on materials can be developed using every-
day objects. such as water in different size glasses. pennies 10 a row. of
candy in a row. to provide the child with an opportunity to manipulate and
verhalize simultancously.

Through many different types of cxperimentation. Asher. Elkins and
Associates (1966) discovered the importance of motor response in impsoving
listening shills in second-language learning. They found that both adults and
<hildren had longer retention and quicker acquisition of words and struc-
iures 1n a foreign second language when they acted out commands given
by the instructor in that language. Thus. mator-oniented responses and per-
haps movemsnts in general can greatly icrease listening okills i a second
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language (Cf. Ornstein, 1975 for a review of these and related innovations).
Apparently. the verbahization and actual motor movements together can
further second-language acquisition in science learning.

—

Analysis of Avdiluble Hands-on Materials
¢ Hands-on Materials

mnumber of materials that are inquiry or process-oriented
for science teaching: however. there are very few that are available for
bilingual educational models such as the one we have proposed. Even bi-
lingual science materials available (Sciencias Rey by Luis Rey) are not writ-
ten for Southwest-Spanish speakers. Thus even those materials that are
written for bilingual classrooms may not use vocabulary terms appropriate
to the populations involved. Consequently. it might be wiser for teachers
to use hands-on materials written in English for teacher-use and develop
equivalents in Spanish.

One set of materials which is process-oriented and organized into 105
modules for teaching science might best work for this adaptation. especially
since the material\ are primarily for teachers. Science: A Process Approach
I (American Association for the Advancement of Science, 1976) is a module
approach that gets progressively more complex and cumulative in scientific
understanding. Although only the first few K modules are translated into
Spanish. it would probably not take a great deal of effort to adapt further
modules to a Spanish-speaking classroom. A great deal of the method in-
volved is guided by the teacher verbally.

An analysis of the above materials reveals that the following . hasic sci-
entific concepts are dealt with at various levels:

Observation

Space time relationships: shapes, directions. metions. speed

- Classification: similarities differences of objects & events

Numbers: ordering. counting, mathematical operations

. Measurement: using instruments. selecting correct instruments

- Data interpretation: inferring from diagrams. maps. graphs

. Vanable identification: observing changes. recording them. manipu-
lating changes

8. Making hypotheses

9. Making operztional definitions

N A w9~

An analysis of the linguistic structures and vocabulary needed for various
modules was carried out by the authors of this paper. This analysis revealed
that each module no doubt requires a great variety of structures and terms
despite the language involved

1t becomes apparent from an analysis of the entire array of 105 modules
that the first set of modules (1-15). which are intended for K, provide ex-
cellent material for linguistic development in a second language along with
4 basic scientific concept. For example. Module | focuses cu observational
skills. specifically the naming and identification of colors. Students are to
name and identify all primar:: colors. This activity would require not only
the terms for primary colors, but also the linguistic structures for asking
about colors. commenting about objects with colors. and commenting gen-
erally about color. Figure 6 illustrates the structures necessa.y in Spanish
and English to do this.

———
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FIGURE 6
What color is this? 7 color es este?
It's green. Es verde.
“color color (in agreement)
What xolor is the top? De qué color es el trompo?
Itsa red top. Es un trompo rojo
—c-oTo—r art. color (in agreement)

»

We can see by the examples of linguistic structures necessary that the
child learning English must learn two new linguistic concepts: (1) the ad-
jective precedes the noun: and (2) a pronoun is obligatory in the statement.
The child learning Spanish must learn at least three linguistic concepts: (1)
a pronoun (subject) is optional; (2) adjectives follow the noun: and (3) ar-
ticles and adjectives must agree with the noun. excegt for special adjectives
like ‘azul” or "verde.”

It is apparent that although Module | may have been designed for kin-
dergarten monolinguals or even younger children, it can usefully serve for
beginning second-language students (4-6) as well as for introducing scien-
tific concepts. Our integrative model could easily utilize the very basic
modules to integrate science and second-language learning. What better
way of introducing qualitative concepts than through actual touching. seeing,
smelling. or other actions along with verbalization. Often certain terms and
their concepts cannot effectively be explained other than through actual
experience. Certain qualities in English illustrate this problem:

TASTE—sweet/bitter/sour

DENSITY—hard/soft

TEXTURE-—smooth/rough

WEIGHT—heavy/light (not for colors. speed or density)
COLOR—dark/light

Thus. the linguistic restrictions on labelling scientific rfoncepts are defined
by the language involved. Much of the confusion from the second language
learner’s viewpoint can be eliminated by using concrete and explicit objects
that define the distinctions of contrasting labels or structures.

In short. the beginning modules of the Science: A Process Approach 1l
series require students to identify and name a variety of basic fundamental
concepts: numbers. colors. shapes. sizes. textures. temperature. direction/
space positions. serial orders. dimensions. measurements. sounds and se-
quences of events. All of these concepts require basic linguistic notions that
can be taught. along with the concepts. to second-language learners using
the proper hands-on materials that are culturally relevant and semantically
revealing. In fact. Modules 1-17 can be used to teach basic second-language
constructs to beg.nning 4-6 grade students. In regard to the more advanced
modules. they do offer some opportunity for language learning but they
become increasingly so complex that they are definitely not as easy to adapt
for this purpose.
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CONCLUSION

This paper has offered a model for integrating science and language in
bilingual-bicultural education with the goals of increasing cognitive opera-
tions as well as language skills in both languages for a vanety of different
populations. The integrative model suggests how the broad stag=s of inquiry
can be integrated with language. Finally. this paper. suggésts ways in which
hands-on materials need to be adapted 19 fit the needs of various ethnic
groups and linguistic groups of the proposed integrative model.
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MUSIC FOR THE BILINGUAL CLASSROOM:
AN INTERDISCIPLINARY APPROACH

Sheryl Linda Santos
East Texas State University

INTRODUCTION

- Promoting the incorporation of music into the bilingual curriculum de-
velops as a result of experiencing. observing, and documenting the positive
reactions of students and teachers to music in the classroom. As the guitar
is being tuned or the record player is warming up. an air of expectancy, of
unity. and of excitement envelops and enhances the classroom climate.

As songs are being introduced in a second language to speakers of another
language. it is not long before each student is involved in an authentic
cultural experience. In addition. students effortlessly and naturally develop

'such linguistic competencies as pronunciation, intonation. vocabulary, and

comprehension. For example, when a song is taught in Spanish to a lin--
guistically-mixed student body, the native-Spanish-speakers display delight
and pride in being able to assist the Englishonly students with mastery of
the song’s melody. pronunciation, and meaning. The English-speakers. on
the other hand. eagerly strive for perfection of their newly acquired skills
in Spanish. In addition to learning a second language and becoming familiar
with a new mode of cultural experession, the students begin to peragjve the
positive values of bilingualism as well as 16 elevate the status of the non-
Anglo culture. .

Similarly, 2 song can be introduced to the same students in English thus
affording the Spanish-dominant pupils an opportunity to develop lingui’stic
competencies in their second language. to work closely with their English-
speaking peers in a tutorial situation, and to develop a feeling for the Anglo
culture through personal involvement.

s’

Music and Ethnicity

Dr. Ricardo Trimillos (1975:32). ethnomusicologist at the University of
Hawaii, reflects'on the great potential of the interface between ethnomu-
sicology and edatation in the following statements:

One of ethnomusicology's primary purposes in education is to educate
the individual THROUGH music as well as TO music. For example,
learning an ancient HULA involves an understanding of music, dance.
language. geography. and sociai values. It presents a mode of thinking,
a style of moving, and a way of hearing . . . The study and presentation
of ethnic musics in the schools points up the existenc€ of alternative
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1

and vahd culturaf expressions. which are of crnitical importance to the
American of an ethnic minority background. A polycultural approach
to music can reinforce positively his identity as a ““hyphenated Ameni-
can.” Negative marginality thus becomes positive biculturahty: it al-
lows hum to experience and explore another part of his own hentage
without feeling that he 1s weakening or rejecting the Amencan
onentation

Importantly too. culturally-relevant music (1.e.. traditional and folk music
representative of a specific ethnic population) can be integrated nto the
school curnculum 1n order to make the total educational program more
compatible with the cultures and languages of minonty children. As Car-
denas and Cardenas (1977:1) indicate:

An instructional program developed for a white. Anglo Saxon. English-
speaking. middle-class school population cannot be and is not adequate
for a non-white. non-Anglo Saxon. non-English-speaking. or non-mid-
dle-class population. To reverse the pattern of failure for non-typical
children. 1t is necessary that the instructional program and the char-
acteristics of the learner be compatible.

Others have also recognized the need for culturally-onented curriculum
materials that are useful and stimulating in both the cognitive and affective
domains. Responding to this awareness. Franklin and Nicholson (1978} in
their study of 157 randomly selected Black students reported statistically
siguificant differences 1n achievement according to: (1) the type of music
the students were exposed to (culturally-oriented or not). (2) the attitudes
of the teachers toward the culfurally-oriented music program. and (3) the
entry attitudes of the students themselves toward music representative of
their culture. They concluded that positive attitudes toward the home cul-
ture coupled with a culturally-based curriculum can inspire greater pupil
achievement.

In an excellent and informative publication B. Lee Cooper (1979). Vice-
President for Academic Affairs of Newberry College. develops two inno-
vative tnstructional approaches utilizing popular music as a resource for
teaching contemporary Black history: (1) the use of biographies of popular
music artists. and (2) the analysis of social themes through song lyrics.
Cooper laments that although Black music always has been at the vanguard
of the community’s feelings and consciousness. the lyrics of Blaca artists
have rarely been introduced into the academic setting. He believes that
Black musical artists” contributions to the nich oral Afro- American tradition
cannot be overlooked any longer.

The power of music as an enculturator contributing to positive cultural
dentity. self-esteem. and group cohesiveness 1s examined by Johnston (1976)
in research concerning the role of Eskimo and Indian music vis-a-vis Alas-
kan native social adjustment. Addressing educators with his well-developed
rationale. Johnston advocates for native music in the classroom at every
grade level. He believes that vontinued research into the social and psycho-
logical imphications of native musical behavior can eventually help solve
intercultural and intracultura! problems in a rapidly changing pluralistic
society.
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Music and the School Cernic ulum , -

The versatility of music as a vehicle for achieving educational success in
academic disciplines such as reading. foreign language. mathematics. and,
language zarts has also been documented in the literature. (Arrellano and
Diaper, 1979: Donlan. 1974: Lloyd. 1978: Crow. 1974: Jolly. 1975: Carder-
elli. 1979). In addition. interdisciplinary uses of music are often* proposed

. to enhance and unify the entire academic curriculum (Mulligan. 1975; wil-
. liams, 1977). v -

One important curricular area. reading. has been given considerable at-
tention by educational practitioners and researchers. In her state of the aft
review. Sullivan (1979) found three prevalent types of publications pertaining

<to the teaching of reading through music.: (1) tesimo  uls concerped with
motivation and, the affective domain. (2) research ¢ the rclationship he-
tween readingand musical abilities. and (3) research or. e effects of music
instruction on the-acquisition of reading skills. S (1979:8) concludes
that despite inconclusive evidence and an i ._._. number of research
investigations documenting gains in the affeci, . domain to support the use
of music instruction for purposes ‘of improving language reading attain-
ment.” . . . it would appear that if one likes the music/reading approach.
that 1s. using songs in teaching reading skills. it can be successfully utilized
as part of the instructional program for reading.™

In nc ing the many ways that music can benefit the cirriculum. music's
appeal and usefulness with special populations (e.g.. mentally retarded. pre-
schoolers. amotionally disturbed) shoulg net be overlooked (Groves and
Groves. 1980: Simons. 1978; Andress. 1980)." In one mteresting case study
+by Deuts:h and Parks (1978) for example. music 1s utilized as a reinforcer

" toincrease appropriate conversational speech. The subject of their research
was a moderately mentally retarded 14-year-old boy with severe emotional
problems. Rewarding Glen with the opportunity to hear continuous music
as long as he demonstrated appropriate behavior and conversational dia-
logue proved to be a successful motivator. After eighteen sessions his use
of “conversation-like™ sentences increased significantly. The researchers
suggest that music be considered an alternative primary reinforcer with
autistic and mentally-ill patients.

Objectn¥s for Music in the Spanish-English Bilingual Classroom

In,synthesis. mutic has been incorporated into the curriculum for many
reasyns including the following: (1) to enhance learning in the content areas:
(2) to promote positive self-identities mofig minority populations: (3) to
- stimulate and reinforce appropriate behavior with special education pupils;
(4) ooster positive intercultural attitudes among ethnically diverse pupils:
and (5) to deepen one’s understanding arld appreciation of a particular cul-
tural group™, history. values. customs. and mores.

The above-documented uses of music have contributed to the emergence
and formuldfion of the following set of objectives fur use within Spanish-
English bilingual-bicultural programs:

1. To enhance the self-concept of Spanish-speaking students
. 2. To foster a cohesive group identity"and promote cultural pnde among
Hispanic students
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3. To foster positive intercultural attitudes among students of diverse
hnguistic and ethic backgrounds
4. To provide enriching experiences in oral language development in both
Spanish and English
. To strengthen the phonic. semantic and syntactic cueing systems in
both languages n order to promate literacy skills
6. To supplement and enrich content areas such as art and social studies.

'h

Methodologey for Teaching a Song in a Foreign Language

Prior to incorporating music into the curriculum and hence being able to
reap the benefits of the above-stated ‘objectives. one should strive for mas-
tery of a cemfortable method for introducing and teaching songs in a foreign
language. A teacher who is not proficient in the target language can rely on
a parent volupteer. consultant. student. or recording. Once the method
itself 1 internahized it can be passed along to the one who will ulumately
be responsible for teaching the song.

The successful teaching of a song in a language not yet mastered by the
students greatly depends upon the teacher’s technique and method as well
as his or her patience and awareness. Teachers™ awareness of their students’
abilities. nterests. and mastery level§ will enhance and facilitate the com-
pletion of the task. The time 1t takes to pass through the four phases of the ..
recommended methodology will vary according to the complexity of the
song. to the students” experiential backgrounds. to the timé alloted daily to
this attivity..and to the students’ attention.spans. The following suggested
methodology can. of course. be adapted for compatibility between the
teacher's own style of teaching and the pupils’ styles of learning.

1. Motvanon. Befcre introducing the song. orient the students by briefly
discussing the song's content. origin. central theme. historical relevance.
or any other information available to you. Follow your orientation by play-
ing a recording or singing the sung to the class. As the melody becomes
increasingly familiar encourage humming or singing along.

I1. Partcipation. To encourage student involvement. begin by teaching
the most repetitive parts of the song such as the chorus or continually
repeated words or phrases. This phase familiarizes the student with the
verses and creates early sense of accomplishment.

11 Analvsis. Once the students are completely familiar with the tune
and with the chorus or other refrains. move on to teaching the correct
pronuhciation and meaning of each line in the song. 1t is important to trans-
late in a meamingful way as opposed to a word by word literal translatiop.
The song analysis phase can be accomplished in the following manner-

1. Decide in advance which are the key words in each line. If the students

Liave a personal copy of the lyrics. have them underhine the key words

and wnite the translatior. on the top of each one. Repeat the difficult

words several times for correct pronunciation.

Following the mastery of the key words. move on to longer phrases.

This can be accomphished more easily using a technique called back-

ward buildup. . ’

3 As each line 1s mastered. sing the song through from the beginning for
practice and remforcement until the stanza 15 complvted. Teach sub-
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sequent stanzas following the satisfactory performance of each pre-
vIOous one.

IV. Performanie  After completing all phases of the lesson, siag fre-
quently. It is often fun to sing together as the day begins. while waiting in
hine for the lunch bell to ring. or at day's end. On a given day small groups
of children may want to perform for the class. or perhaps an individual may
prefer to sing a solo. ‘the main points to remember are: () singing is an
enjoyable class activity. and (2) the internalization of a song serves as a
catalyst for many related learning activities in other content areas.

As a repertoire of songs builds, your students might enjoy performing for
various audiences: these might include other classes at your school or at a
neighboring one. parents. nursing home residents. hospitalized children..
community service club members and others. .

Following 1s an example of the methodology applied to a popular Spanish
song. De colores. .

I Motivation. De colores means “of colors.™ It is a Spanish folk song
to whicha m, "+ of lyrics have been added over the years. De colores has
become the theme song of the Cursillo movement. a Catholic experience of
' rededication to the church which began in Spain in 1949. There are now

Cursillo centers all over the world. The history of this movement is available
in a publication enutled The Originy and Development of Cursillo by Ivan
Rohloff It can be purchased from the National Cursillo Center. Box 210226. ¢
Dallas. Texas 75211.

The song as sung 1n Hispanic communities today praises Nature for its
living colors. rainbows. birds. and other delightful ammals. Everything of
beauty in the world has color!

IL. Purticipation. Encourage students to sing along each time the phrase
“de colores* is sung. Introduce the refrain Y por eso loy grandes amores

o - - de nuchos colores me gusten a mi™ since this s repeated several times
throughout the song.

1. Analvsis.

1. After choosing thz n., vucabulary, intioduce these words and have
students make notations on their papers as in the following example:
countrysides springtime
De colores, de colores se visten los caripos en la primavera.
birds from atar
De colores. de colores son los pajaritos que vienen de Suera
rainbow shine
De odores. de colores ey el arco iris que vemos lucir . . .
For this particular song 1t might also be a good idea to point out the
cultural clemcnt of how Spanish-speakers and English-speakers differ
©1n their perceptions of animal sounds.

rooster cockadoodledoo
Canta ol gallo. canta el gallo con el qun. quri, quiri. quin, qui. "
hen cluck. cluck N
La gallina. la gallina con ¢l cara, cara. cara. cara. <. " /
chickadees peep. peep, peep /

Los polluelos. los polluelos con su pio. pio. pio. pio. pi . . . .
2 To teach the pronunciation of the longer phrases such as ““se visten lo
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campaos en la primavera” . begin with smaller partitions starting at the
end of the phrase. This backward buildup would be introduced thus:
“en lu primavera” . . . “los campos en la primavera™ . . . “se visten

los campos en la primavera” . .

In the event of a particularly difficult phrase such as “los pajaritos que
vienen de fuera’ you might repeat the difficult words several times prior
to attempting the entire phrase. The techniques of backward buildup and
frontward buildup can be used as an added reinforcement. “los pajaritos

. . los pajaritos . . . los pajaritos . . . “los pajaritos que vienen™ . . . “los
pajaritos que vienen de fuera” . . . “'de fuera” . . . “que vienen de fuera”
.. “los pajaritos que vienen de fuera™.

IV. Performance. After teaching the song in both English and Spanish,
there are several alternative ways to encourage a group sing-alo..g. One idca
is to divide the class in two and have each group simultaneously sing their
version 111 either Spanish or Engli n. Languages can be switched after the
first stanza so that the students singing in Spanish will then switch into
English and visa versa. Another fun i¢ca is to have the girls sing the first
stanza alone in Spanish or Englis#lfollowed by the boys singing the second
stanza ir the other language. By ‘alternating languages students are given
practice 1n both languages and are encouraged to develop fluency and con-
trol 1n cacione.

INTERDISCIPLINARY LEARNING ACTIVITIES

The introduction of interdisciplinary learning activities should follow the
learning of the song in the student’s second language so he or she will be
already familiar with the phonetics (pronunciation), syntax (grammatical
structures}. and semantics (meaning) of the lyrics. Following are several

““suggésted activifies designed to achieve varied objectives in the areas of oral

language develcpment. reading. listening skills. grammar skills. social stud-
ies. art. and creative writing. If the song is in the student’s native language.
these activities will also be helpful since they are designed to promote
growth 1n oral language. new knowledge of grammatical relationships and
patterns. spelling. cultural information. and creativity in general.

Orai Language Development Acinites

After having taught the students specific vocabulary words. allow these
to be subsututed into a song where the syntax might sull be preserved
although the meaning 1s soinewhat altered. The following actwvity is adapted
from Jacovett: (1965)°

Cielito Lindo
Spamsh oral language development

De la sierra morena mis padres v mis Hos
Tomas v su hermana
unas orcjas grandes

una mna bontta

nu anugo Miguel

un buen conocido

un buen conocido
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corriendo y brincando, cielito lindo, de contrabando.

saltando y jugando .
AY. ay, ay. ay. canta ¥ no . . .bailes
grites
te quejes
, te vayas . . .

English oral language development:

Down from the ...... mountain top
Z00
market
school

my.......o.oooou... Jdcarest
darling
love
sweetheart

There come those . . . pretty dark eyes
tremendous ears
great big feet

A . .. pair of pretty dark eyes

bushel
dozen
my dearest. ,....... stealthily coming toward . . . me
sneakily us
rapidly you
slowly him
noisily her

Instruct students to search the lyrics for a particular elem=nt. These
might include such things as: words of emotion, taste. touch, sight. smell.

sounds; specific parts of speech: verbs in.a

particular tense: synonyms or

antonyms. The use of dictionanes and glossaries should be encouraged to

develop the students’ self-help and resource

skills.

Ask specific questions requiring thought and oral expression:

1. Who is singing to whom?
2. What is the tone or mood of the song?
3

3. Why do you think this song was written?

4. What cultural elements are in it?
5. How does this song make you feel?

Reading Activines

These reading activities will be based on the song Feelings .
The cloze technique (deletion of a phoneme or word) can be employed

o
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to strengthen the phonic. syntactic. and semantic cueing systems in the
following ways:

Phomcs. Choose a particular phoneme or pair of phonemes and delete
each time these appear in a word. Have the students complete each word.
Varations of this activity might include deleting only beginning. ending or
medial consonants. blends. or diagraphs according to the chronology of
your reading skills sequence.

Example. Drlete the phonemes f and th

—_celings. no__ing more __an __eelings. trying to __orget my _—eelings

of love.

Svutar. Delete words following a key grammatical structure.

Example Can you find a home for these words’

‘than™ “to” “of " ~on”

Feelings. nothing more ______ feehngs. trying ___ forget my feel-

ings —_ love. Teardrops. roling down _________ my face . .

Semantics . Delete words in the lyrics that are crucial to the meanng of
the song. [nstruct students to replace those words with their own words
tprovided that they make sense syntacticatly) in order to create a song with
a different meaning

Example: ____ nothing more than . trying to

my of
roling downonmy .

Sight word activities are excellent for helping young readers identify very
common words in a context they can understand. In the song Feclings there
are many sight wotds that you can ask students to search out and circle n
context. These mclude: than. to. my. of. for. all. 1t. 1. you. come. 1n. and.
girl. have. down

Simularly. sight words 1n Spanish can be identified in the Spanish version:
como, ms. de. s vo. que. aqut.

Purposeful oral reading can be encouraged as questions are asked that
will require students to locate specific answers in therr texts and read these
aloud. For example. the teacher can ask a student to locate the line in the
song that tells v “at the singer 1s trying to forget. Or perhaps the student
will be instructed to locaie the information that states what the singer wishes
for with respect to his girl friend.

Reading comprehension can be encoutaged by asking questions that are
interential or evaluative as opposed to hiteral. For example. inferential ques-
tions requinng students to infer information about the characters in the
song might include the followsng opeming phrases . . Why do you sup-
pose . ' Why st probable or not that ? What do you believe
caused ’

Creatne Wriimg Acininies

Have students create a story with characters centering around the mood
evoked by the song or around the song itselt For example. the song Brow a-
Faed Children of the Sun evokes the trials of a migrant family strugghng to

~vive as best they can. while the popular romantic tune. ( ‘uando Calienta
el Sol. evokes a scene of young lovers at the height of therr refationship.

E.xtract poctic phrases and have students explain these in their own words
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or by using another poetic simile. In Brown-Eyed Chil'ren of the Sun there
are such phrases as:

Your face is lined and wrinkled and your age is forty-one.

Your back is Sent from picking like vour dving time has come.

Your children’s eves are smiling. their life has just begun . . .

Art Activities

Have students hunt for pictures in magazines that seem to depict scenes
from the song. These can be used to iliu_trate an original story booklet
about the song.

Have students draw or paint their interpretations of a specific part in the
song that had meaning for them. Others can guess what line or part of the
song the artist depicted.

If you are studying the music of a particular nationality or ethnic group.
art activities can be included in order to create a bulletin board display or
attractive learning center. If you are studying Mexican songs. for example,
the students might be motivated to make original “pisiatas™ or “ojos de
Dios.”

Listening ac tvities

Ask students to identsfy rhyming words. . S o

Ask students to dentify beginning sounds of specified words (ending
sounds or medial sounds as well).

Ask students to listen for intonation to determine when a question is
being asked. or when a statement or negative sentence is being said.

Have students complete phrases. predict outcomes. or substitute syn-
onyms as a listening/speaking activity.

Social Studies Activitios,

Social studies emcompasses many disciplines including: economics. his-
tory. geography. sociology. anthropology. psychology. and philosophy among
others. Within a specific discipline. conceptual areas will emerge that are
particularly relevant to cross-cultural understandings. Such topics might
include: immigration. slavery. poverty. assimilation, acculturation and others.

The following are suggestions for incorporating song into the social stud-
1es content area:

Set up a learning center related to the study of a particular region or
nation. Have the song or songs on tape for students to listen to. Include as
well any film stnips you are able to obtain. Relevant books. magazine arti-
cles. literature. enyclopedias. and teacher-made materials will all contribute
to a colorful and interesting learning center. In addition. the language arts
actvities suggested earlier can be placed at this center.

Learning centers also provide an excellent opportunity for parental in-
volvement. Involve parents as much as possible in the process of gathering
materials for the center. They have a wealth of untapped knowledge and
resources that are authentic and valuable to your curnculum. Don't be shy
about asking parents to participate’
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The study of geography or map skills can be enhanced by a “trip around
the world”" through music. Each time you introduce a country or continent.
ennich the experience with representative songs Many students’ parents
have recordings from 0 er nations or would probably offer to tape songs
for the class on a cassette.

If you are studying Spanish-speaking nations. here are some represen-
tative song titles for which the music is readily available from commercial
recording compantcs specializing in folk music:

Mexico—La Bambu. La Llorona. Las Mananuas. Cielto Lindo. La
LZandunga
Puerto Rico—La Borinquena. Lamento Boring unp. En mu Vivjo San Juan
Cuba—Cuando Sal de Cuba. Guantanamera
Dominican Republic—Quusqueva
Pera—La Flor de la Canela
Colombia—Guabina Huilensve
Chile— Yo Vendo unos Ojos Negros. M1 Caballo Blanco
Venezuela—Alma Liunera :
Argentina—FEl Humahuaqueno. Vidalita
Bolivia—Boquta Colorada

In addition to comparing music between natwns. a study of the different
types of music within the same nation would be_very valuable. This is an
effective way to mtroduce the concept of cultural pluralism. For example.
m the United States. cultural pluralism can be introduced through the var-
1ous musical genres such as: country and western music. soul music. pop.
classical. ethnic and others. Exploring diversity within a nation can help to
breakdown stereotyped images people often develop about a particular na-
tionality when they believe the entire population to be homogeneous.

Thematic studies can be introduced through the use of song lyrics:

Economic deprivation: Brown-Eyed Children of the Sun: Corrido de lu
Muoena: Lamento Bonncano.
Historical themes: Corrido de los Oprimidos
Lamento Negro
Immugration: En o Viejo San Juan
Brown-Eyed Children of the Sun
Cuando Sali de Cuba
Cross-gultural understandings: Pick a theme such as love. nationalism.
humor. poverty. death. or motherhood and study how it is handled
in the lyrics of songs from country to country.

The activities suggested are by no means all-inclusive. Thewr purpose is
to stimulate the classroom bilingual teacher. however knowledgeable about
music. to exert mntiative, develop creatsvity. expand his or her access to
curricular matenals. and make the bilingual-bicultural classroom a dynamic,
1 -teresting. and culturally-relevant expenence for all students.

SELECTED RESOURCES FOR SPANISH/ENGLISH
BILINGUAL CLASSROOMS

The following selections include song books. indexes for location pur-
poses. recordings. unique curnicular materials 10 the contahit areas. class-
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room guides, and the names and addresss of recording companies that
specialize in international folk music.

Lyric Guides and Reference Books

Cancionero Popular Americano. Pan American Union, Washington. D.C.
Chase. Gilbert. A Guide 1o the Music of Latin America. AMS Press: New
York. 1972. Library of Congress Call No. REF ML 120 S7 C47
This reference book contains annotated information concerning the music
of Latin America in addition to an ample bibliography of resources.
Duran, Gustavo (Transcriber) Fourteen Truditional Songs from Texas. Pan
American Union. Music Division, Washington, D.C., 1942
Ehret. Walter. The International Books of Christmas Carols. Prentice-Hall:
Englewood Cliffs. New Jersey, 1963. .
Havlice, Patricia Pate. Populur Song Index. Scarecrow Press: Metuchen,
New Jersey, 1975. Library of Congress Call No. REF ML 128 S3 H4
National Anthems of the American Republics. Pan American Union. Wash-
ington. D.C.. 1949.
Paz, Elena. Fuvorite Spanish Folk Songs: Traditional Songs from Spain and
Lann America. Oak Publishing Co.. New York. 1965,
e o= Fhe<ongs: W This Bool. aré available in recordings from Folkways Re-
cording Co. 43 W. 61st Street. New York 10023. Telephone: (212) 586-7260.
Peterson C. S. and A. D. Fenton. Index 1o Children's Songs. H. W. Wilson
Co.: New York. 1979. Library of Congress Call No. REF ML 128 S3 P48.
This reference book contains a title. first line. and subject index of Span-
ish and Latin American songs plus information on where to obtain a given
song.
Prieto. Mariana. Play it in Spanish. Spanish Games and Folk Songs Jor
Children. Day: Pennsylvania. 1973.
Robb. John Donald. Hispa.ic Folk Sungs of New Mexico. University of
New Mexico Press: Albugquerque. ;954. )
—— . Hispanic Folk Mucsic of New Mexu o and the Southwest. Univer--
sity of Oaklahoma Press: Norman. 1980.
Rockwell. Anne. El Toro Puto and Other Songs in Spanish. MacMillan:
New Jersey. 1971.
Yurchenco. Hennetta. A Fiesta of Folk Songs from Spain und Latin Amer-
ica. Putnam: New Jersey. 1967.

e o et b arra——

Curricular Resources for Classroom Use

Badias. Bertha et al. Cantando y Aprendiendo. Curriculum Adaptation Net-
work for Bilingual/Bicultural Education: Bronx. N.Y. and the Northeast 4
Regonal Adaptation Center: also available from DACBE. Austin. Tx.. March
1974. ED 108 499. -

The illustrated teacher’s <onghook contains 18 songs and games to be
used with the SCDC (Spanish Curriculum Development Center) publica-
tions and other materials. The objectives are designed to develop children’s
listening and comprehension skills. music appreciation. and rhythmic
expression.
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-Canyon Records: 4143 North l6th Street. Phoenix. Arizona 85016.
Specializing in songs and music of North aad South American Indians

including native tribes of Mexico. Chile. Venezuela, Peru. and Brazil.

Folkways Records: 43 W. 61st Street. New York. New York 10023,
Specializing in international folk music for children and adults.

Forming an Estudiantina and Symbols of Music Notation. Dissemination

P and Assessment Center for Bilingual Education: 7703 North Lamar. Austin.
Texas 78752.

Bilingual teacher’s guide for music instruction at all levels. Includes words.
music. and instrumentation for beginning singing groups: music and nota-
tion; vocabulary: and costume ketches. -

G. Ricordi and Company: Paseo de la Reforma 481-A. Mexico 5. D.F.
Mexico.

Specializing in musical scores in Spanish.

Guardarrama. Eduardo. Un Sueno Musical. National Dissemination and
Assessment Center for Bilingual Education: Fall River. Massachusetts. 1978,
ED 177 908

Spanish children’s reader for grades 1-3 in a bilingual setting. Tells about
the cultural contributions of Indians. Spaniards. and Blacks to Puerto Rican
Music.

Jacovetti. Raymond. Teacher's Manual for l:um Imr v Cantar. Holt. Rine-
" hart. and” Wins(on: Néw York: 1968, -~ -

This manual provides teachers with the lyrics and scores of thirty popular ‘
tunes in Spamnish. Each song is followed by a series of suggested activities
to help students with language patterns and grammatical structures. Re-
cordimgs are also available.

Joan Bae: Sings De Colores. DACBE: Austin. Texas.

This 15 a 30-munute cassette tape which also includes 4 number of poems
and vignettes wnitten by DACBE staff. Attractive posters also available.
Neil A. Kjos Music Co.: 4382 Jutland Drive. San Diego. California 92117.

Specializing in recordings in Spanish.

Mills. Alvin and Josefa P. Mills (Editors and Arrangers) Christimas Songs:
Canciones de Navidad. Available from ARRC Educational Sales Co. Box
14525, Long Beach. California 90803.

Bilingual Christmas songs in Spanish and English to enrich the musical

experiences of begmnning singers. Arranged from Spanish folklore material.
. Canciones Folkorwas Infantiles de Espana.

Fourteen bilingual musical poems available on record or cassette.
Perkins. Carol. Songs by Carol Perkins. Caper Records: 6100 Cherrylawn
Circle. Austin, Texas 78723,

A series of onginal lyrics and recordings designed to help youny children
learn English or Spanish through music and kinesthetic movement.
Santos. Sheryl. Canctonero Biingue. East Texas State University. Bilingual
Fducaton Project. Commerce. Texas 75428.

Contains the lynes of fifty popular 1 atin American songs as well as sev-
cral popular bilingual songs from the United States. Available with a cassette

tape.
Something Educational. Box 3476 Mc Allen. Texas 78501.
This company carries the following musical curnicular resources: Mate-
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mdticas Musical: Mexican Ethnic Music Kit: Folkways Series of music from
Latin America; and Texas-Mexican Burder Music.

Soy, Rosa. Bilingual Education Through Music. Master’s Thesis. Kean Col-

lege. N J. 1975. ED 141 473. -
In addition to a very informative and thorough review of the literature,

this publication provides a series of language arts readiness activities utiliz-

ing the music and the lyrics of traditional Cuban writers such as José Marti.

Vela. Irma Saldivar. ; Bailes a Colores! Available from American Universal

Artforms Corporation. Box 4574, Austin. Texas 78765. .
This is a simplified color-keyed system for use in teaching the steps of

five dances popular in the United States and Mexico. It comes with a record.

step chart, cassette. workbook. mini-manual. and map of origins.
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ACABA: AN ALTERNATIVE FOR UNDERACHIEVING CHICANO YOUTH

J. Alex Pulido
Santa Barbara Public Schools

STATEMENT OF THE PROBLEM

Research on a national level, statewide, and in Santa Barbara, indicates
that school systems are generally not responsive to the educational needs
of Chicano students. Programs designed to ‘«lp Chicano students have
ignored cultural differences (except for language). and traditionally, have
offered middle-class Anglo curricula, which have been adjusted for the Chi-
cano in rather superficial ways. Concern for the Chicano pupil’s education
must involve the development of other alternatives within the system, which
utilize home language and culture as the basic foundation for learning.
There is a tremendous need to develop a type of curriculum that will stim-
ulate a student from within, and also include his culture—a program that
can develop pride in the individual and in his heritage.

In a White House Conference on Youth Report (1971), the Education
Advisory Task Force Subcommittee challenged American educators to de-
sign new curriculum models, stating

The primary goal of education should be self-actualizing of all individ-
uals served. not preparation of individuals to fit existing social slots
which are determined by economic consideration . . . the focus must

- always be on the student as a person rather than on the content as a

“subjqct.

Thig report and others have long recognized that students should help
desig programs that are developed to meet their individual needs and com-
petancies. with emphasis on treating students as individuals and recogni.ing
their academic, cultural and personal assets.

Project ACABA uses confluent education as it oretical and functional
base and places a primary emphasis upon the inwmviduality of the student,
including his culture and language. Confluent education as applied in Project
Acaba may nurture personal growth, thereby providing opportunities for
expression and realization of personal potential to relate to other human
beings. including those who corne from different cultures. The enl ancement
of\cultural awareness is also a desired outcome for each student in the
program. Understanding oneself and gaining insight regarding other indi-
viduals expands our perception and hope‘ully will increase our acceptance
of others. .

Briefly stated. Project Acaba will provide improved humanistic method-
ology for project students and teachers and may increase the self-actualizing
process of individuals (Brown et al , 1976; Brown. 1975; Weinstein and
Patini. 1970).
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CONFLUENT EDUCATION

It is the underlying assumption of the writer that a confluent approach to
teaching. which was implemented in Project ACABA. provides choices and

alternatives for the students. Such a confluent approach utilizes both the,

cognitive and affective areas of the educative process and places an empha-
sis on awareness of self and thc immediate environment. Through the use
of techniques and processes designed under the confluent education um-
brella. students in Project ACABA are provided instruments to search
for their own identities. learn the skills necessary to rebuilt damaged self-

«concepts. to allow them the freedom to make their own choices thereby

allowi2 them to expeiience competence and improved self-worth.

Lynne 0. Cantlay (1975) states that there is no one technique or method
that is conflvent teacMing. What is often called confluent teaching is a teacher
who is and pravuces being confluent. The confluent teacher is aware of his/
her mind. borly and feelings ard is in charge of these aspects rather than
having any -cne of these parls in control. His/heg undcrstandmg of him/
herself allows the individuab further insight into others. It is this awareness
and taking responsibility for his/her actions that makes the person confluent.

According to George 1. Brown (1975). it involves combining thinking with
techings so that both benefit. Thinking is somctimes called the cognitive
domain. Feelings and emotions fall into the affective domain. Confluent
education seeks to intcgrate these two domains so that they emerge to the
extent that they both lose their boundaries and result in a more holistic or
““together”” behavior on the part of the student. Instead of having emotions
clash or conflict with intellectual activity. we try to have both work in a
harmonious relationship for the ultimate welfare and productivity of the
learner. L

Revew of the literature that makes reference to humanistic education
provides a broader definition for confluent education ( Yeormzrs. 1973). Hu-
manistic psychology applied to education has created a rew field. Human-
istic Education. The personalizing of educational experience takes two basic
forms for humanistic educators: educating for self-knowledge and education
based on student concerns and learning processes. Confluent education
embraces the field of humanistic education. “

Gerald Weinstein and Mano Fantini (1970) diagram the cycle of experi-
ence that we go through and define the process that the author will adopt
in the implementation of confluent education. spec.fically the self-awareness
unit in Project ACAB

Weinstein and Fantini say that on the basis of our unique expenence. we
draw a great many conclusions about who we are (self-concept) and how
we relute to other people. ideas. and things (our view of the world and how
it operates). We tend to seek out situations that reinforce and validate our
expenience. If we cannot choose the new encounter. we tend to abstract.
nterpret. ignore. and reject parts of the new situation in an effort to achieve
a consistency with what we already know. or more precisely. what we
already feel to be true. Figure I illustrates this cycle of expernience.

The cycle is automatic and self-perpetuating. The challenge for educators
is to introduce new experience that can alter "how 1 feel about myself™" if
that feeling 15 negative or reinforces failure and restricted behavior choices.
If how [ feel about mysclf ™ is neutrul or positive. ‘we must introdute
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experience that supports and reinforces this self-concept. Above all, we
must understand that “how [ feel about miyself " is the filter thiough which
all experience must pass and that unless we devote our atterition to im-
proving and supporting positive self-concepts in our students. we are se-
-verely limiting our effectiveness as educators. Carl Rogers (1961) states.

As | have observed indins who appear to have made important
strides toward psychologiCal health, I believe they may be thought of
as moving toward an implicit goal—that of becoming a fully functioning
person. . . .

-1 find such a person to be sensitively vpen to ali of his experience—
sensitive to what is going on in his environment. sensitive to other
individuals with whom he is in relationship, ard sensitive perhaps most
of all 1o the feelings, reactions and emergent meanirgs which he dis-
covers' in himself. The fear of Some aspects of his own experience
continues to diminish, so that more and more of his life is available to
him. BN .

Earl C. Kelley (1947), in his discussion of the healthy functioning self.
briefly describes how the individual sees himself. “This is indeed the critical
point, because it is what the person sees that is enabling or disabling. The
criu'cgl matter is not so much what you are, but what you think you are,
When we see ourselves as inadequate, we lose our ‘can-ness.’ There be-
comes less and less that we can do.” Kelléy says that negative self-concepts
can be improved. He further states that through contact with facilitating

\
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persons. individuals have been reopened and sclves have been helped to
tunction well.

Arthur W. Combs (1960) states that an adequate person must have a rich
background and an arsenal of *“psychological tools™ at his disposal. avail-
able when he needs them. This availability seems to depend on two factors:
(D the individual's discovery of personal meaning and (2) the satisfaction
of need:

Learning. if it 18 to be effective. must produce some changes in the
behavior of the learner. To accomplish this there must also be a suffi-
cient discovery of personal meamng of these facts so that the individual
will act on his mformation when the appropriate time and place occur.

According to Lynne O. Cantlay (1975), in g study of students in a ninth
grade remedial math cliss in which she used a confluent education approach.

Statistically. there were some significant findings indicating that a con-
fluent approach did improve academic self-concept more than the tra-
ditional approach

There was a clear indication that many of the students in the exper-
imental classroom definitely improved their own feelings of academic
self worth

Conceptions of self are not cold. hard facts. They,are deep personal
meanings. behefs. values. atttudes. and feelings_about one’s self. Unfor-
tunately. learming regarding self is excluded from the traditional curricula

of the schools f. however. the nature and development of the self are as

important as the preceding authonities and others imply. the ACABA model.
through the implementation of confluent education processes and strategies.
will serve as a catalyst for change and will be the'vehicle for bringing about
a more humanistic educational system. one which truly meets the needs of
the individual student. ’

The Purpove of the Study

The purpose of this study was to design an educational program and to
evaluate the outcomes of that program within the regular jumor high school
curniculum. The program was designed to meet better the nceds of those
Chicano students whose behavior deviates from the norm, often violating
school standards, as exhibited by. (1) below average academic achievement.
{2) excessive absenteersm. (3) unacceptable overt behavior (lack of respect
for: authonty. fighting. classroom disturbance. etc.). and (4) low self-concept.

Rescarch Hvpotheses and Questions

.

The research hypotheses n this study were:

H1—Stddents involved in Project ACABA (experimental group) will indi-
cate greater academic achievem~nt gains than students not in the pro-
gram (control group) as evidenced by Ist and 2nd semester grades.

H2—Students in Project ACABA will show improved attendance greater
than those students not in the program. for two semesters.

H3—Students m Project ACABA will show less incidence of disruptive
behavior than those students not in the project. as, determined by
citizenship grades for two semesters.

‘ 190
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H4—Students in Project ACABA will show an improved self-concept, in
' covergent and divergent subareas, greater than students not in ihe
project. as measured by the Sears Test of Self-concept.
In addition to these hypotheses the following questions were invesliﬁled:
QI—Is the birthplace variable (Mexico or U.S.) a significant factor in the
accomplishment of the stated hypotheses?
Q2-—Was the school dropout or transfer rate greater for project studdnts?
Q3—Is a high seif-concept a significant vanable jn the attainment of 'aca-
demic grades? ‘

Description of the Study

Program ACABA was implemented at Santa Barbara *unior High School.
in Santa Barbara, Calfornia. All social classes and ability levels are rep-
resented in the student body of approximately 1,135 ytudents. The ethnic
composition of the school reflects an ethnic population of 6 percent black,
38 percent Chicano. 52 r ‘rcent white and 4 percent other students. The
school 1s located on the eastside of Santa Barbara o the Chicano part of
town. In a recent desegregation study conducted in the district (1980). Santa
Barbara Jumror High was identifiedtas in danger of becoming segregated.
Other data ndicate that Santa Barbara Junior High School has the highest
suspension rate for misbehavior of students, the highest absentee iate and
the lowest math and reading scores in the Santa Barbara v School Dis-
trict. which has fc .r junior high schools. Santa Barbara . snio, High School
also draws students from the Montecito area, which is cousidered to be an
exclusive. high income. White. residential community. therefore both ex-
tremes are heavily represented.

The staff including teachers, counselors and a1 ‘nistrators were asked
to select students whom they beheved would £~ *  om the program. Ap-
proximately 140. high prionty or dropout prone 7} .nd 8th grade stu’ -.»
were imtially identified as having'the necessary ¢ 1a fo placement in (he
program The following criteria was use¢ ~Ydent ., the students: (1) below
average academic achievement, (2) irregular attendance evidenced by ex-
cessive absence. tardiness and/or fruancy. (3) deviant or negative bepavior
{poor citizenship) and (4) negative or low self-concept. In addition to meet-

ing at least three.of the four variables the students also had to be of Mexican

descent. Students having severe emotfbnal or mental handicaps or who were
identified as special education students were not included.

A tot;! group of one hundred students was then chosen and using a table
of randon selection was divided into two groups of fifty. an experimental
group and a control gioL p. It 1s recognized that some of the selection criteria
correlate highly with one another, therefore the students in both groups
generally rank low on the vanous scales of achievement. attendance, dis-
cipline and self-concept. when compared to the total school population.

The Curric u)(lm

A general description of the curriculum that was developed for students
participating in program ACARA will be provided in this section. A more
specific description of the curriculum is being developed under a sepurate
atle. A Confluent Approach ({ur Improving the Self-Concep: of Chicano Stu-
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dents i Secondary Schools . for use by school systems working with similar
populations.

Program Goal

It was generally understood by the teacher and the program coordinator
that the goal of the program was 10 assist students to help themselves by
utilizing a program approach that is different from those programs tradi-
tionally implemented throughout the school system: a program that empha-
sizes knowving about “yourself.” and what makes you act out positive and
negative behavior, a program that teaches you about your own culture. 1ts
problems and its people. a program that involves students in all discussions
and decisions regarding them. always in non-threatening ways. and that uses
community resources such as Chicano leaders and Chicano professionals
to serve as adult models.

Creative and innovative t=chniques and processes that help students “oj.en
up” were designed and implemented. Whenever possibfe. classroom activ-
ities were organized around real-|ife .ituations that students could relate to.
and that offered an opportunity to share some of their own personal ex-
periences. Individual differences in the student’s personal make up. such as
personal interests. motivation. language and aptitude. were accommodated.

Individual. small group. and large group assignments, written. oral. some-
times musical and various creative approaches. were developed in order to
provide a more interesting environment to encourage morc student
participation.

A ““confluent” approach was always the desired emphasis that sometimes
emerged consciously and hopefully,unconsciously. Being aware of what we
as teachers and students were doing was sometimes a struggle. always a
challenge. and often cognitive and affective processes naturally flowed to-
gether Students from the university who assisted as tutors and peer
counselors were not aware of their confluent make-up but they were se-
lected because of confluent qualities they possessed. They were mostly
conscious of students’ feetings and generally responded with appro riate
behavior. stroking where needed and ev*inguishing ncgative behavior where
necessary.

Method

Two groups of twenty-five students 1n the project met daily for one class
‘penod for the total year. approximately forty weeks. A confluent approach
and  cultural awarencss umit were added to the foundation program that
included @ unit on human behavior (self-awareness) and career education.

General Program Ohbjectnes

To develop a positive soil-concept or an improved self-concept.

To improve the students” communication skills. verbal and non verbal.

To 1mprove the students” appreciation for his school and educatios. in

general. .

4. To acquire social survival skills so that he may participate more effec-
tinely 1n school and 1n other social settings.

§ To acquire an appreciation for improved school attendance.

Pl
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Objectives for the Cultural Awareness Unit

1. To acquire a historical and cultural knowledge of Chicanos.

2. Te develop or improve pride in his own ethnic and/or cultural herit: ze.

3. To learn “coping” behaviors or effective strategies for dealing with

issues of discrimination.

4. To improve their knowledge of Santa Barbara's Chicano community.

5. To gain an appreciation for and respect for diverse ethnic and cultural

- groups and individuals. o

Whenever possible. classroom learming activities were drawn from the
daily living needs of the students. espectally as they related to personal
experiences in the school. home or community setting. Interpersonal ex-
periences with adults. especially those in authonty roles. were often
expressed. '

As much as possible. classroom activities were organized around broad-
based experience units: for example. coping with feelings of anger. preju-
dice. violence. adult student relationships or “why do [ act the way I do.”
Individual differences in abilities. interests. motivation and aptitude were
therefore accommodated. Many strategies and techniques designed in the
umversity’s confluent education program. such as role playing and other
creative approaches utilizing music. poetry. paints. slides. and crayons.
were often introduced 1n wmall and large groups. Group dynamics in the
classroom were given a lot of emphasis. The underlying premise for the
staff was always that ACABA students needed a basic change in their atti-
tude and they nceded to develop improved social skills and competencies.

There was an emphasis on getting the students to accept responsibility
for therr own actions. and résponsibihity for helping themselves to learn.
Rather than leading and directing. the teacher solicited the student’s co-
operation 1n the learming task. The staft. which ncluded the teacher and
umversity students. worked with students indwvidually within the group
setting.

There was a continuous fuston of affect and subject matter content. or
vognition and affect. Concern and understanding was sought. rather than
a “feeling of being sorry for them.™ Often. time was taken to discuss prob-
lems that arose. sometimes between the students and the staff and some-
times between studgnts and other students. Conflicts on campus were
discussed in class. Students were provided adequate opportunity and en-
couraged to tatk about their feelings. orally and 1n wnting. regarding many
tvsues. on and off campus This type of interaction scemed to release any
negative feelings that the students may have heen holding and created a
class environment where learming. both affective and cognitive. could take
place.

The unit on Cultural Awareness explored Chicane history and culture.
problems of discrimination and other social 1ssues that concerned students,
This unit began with instruction about Mexican heritage starting with an-
cient Mexican cvilizations and proceeding to modern Chicano history.
Speakers were brought in weekly to serve as rewource people and speak on
different topics. In addition to providing resources. they alvo sgrved as
positive Chicano models who were leaders that. hopefully. the students
might want to emulate

With all classroom actimities. students were encouraged to speak openly
regarding their concerns In this umt personal concerns regarding prejudice
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and discrimination were often voiced and discussed. There was a concen-
trated effort to develop pride in one’s own ethnic and cultural heritage and
at the same time to develop a healthy attitude. respect. and appreciation for
diverse cultural and racial groups

Results of . Study

There appearcd te be more favorable results tndicated n all of_the vani-
ables for the ACABA group. when compared to the control group: however.
one can only make inferences when analyzing the data. The data analysis
strongly favors the ACABA group in the area of self-concept (H4). Signif-
icant differences. below the .05 percent level. were indicated. including the
divergent and convergent sub-areas. The results in hypothesis H1 (achieve-

ment). H2 (attendance). and H3 (behavior). were not in the predicted di-_

rection: there were no significam differences indicated between the two
groups. However. the data do favor the ACABA group and inferences re-
garding the validity of the program can be made. It appears that partici-
pation in the ACABA Project can have some very favorable effects for
students.

Other questions addressed scem to indicate that those students involved
in the AC..BA Project were more apt to stay in school than students not
1n ACABA who are enrolled 1n the regular school program. There was little
evidence to determine whether the place of birth. born in the United States
or in Mexico. has 2 significant irapact on the attainment of the designated
variables. The small size of the sample made this assessment difficult.

An affirmative correlation between a positive self-concept and improved
academic achievement seems to surface when analyzing the data. however
the results were not statistically significant. therefore defimite conclusions
cannot be made

Summary

The problematic condition of Chicanos n the cducational system has
been described n this paper Project ACABA was designed in order to
provide an acceptable alternative within the fresent educational structure
that will help provide Chicano students with a vehicle and support system
0 that they may improve their self-image and experience academic succoss
in school

The gencral thesis of ACABA was that Chicano youth in the expenimental
group {provided with a confluent cultural awareness educational program)
would improve their acadenue achiev ment and attendance and lessen therr
negative or disruptive behavior. The students in Project ACABA also would
improve therr self-concept This study was undertaken te determine if in-
deed ACABA students would achieve more positive gains than those stu-
dents who participate in the reguiar educational program

Attainment of knowledge for scif-awareness. for self-aimprovement. and
finally the development of an intelligent person who can think and feel
holistically will be the sced sown by Project ACABA. The author assumes
that those students who participated in.the program will be able to participate
more cffectively n the design of their future by making more responsible
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and meaningful ci:oices. especaally in the selection of their educational
pursuits.
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DATA BANKS REVISITED: THE USE OF iNFORMATIONAL SYSTEMS
IN A MULTILINGUAL-MULTICULTURAL ENVIRONMENT

New York University
Antonio Simoes, Jr.

ED212144

INTRODUCTION B

This research paper will ficus on the inquiry of bilingual children (Por-
tuguese-English) and monolingual children (Portuguese) as they study a |
community with which they are unfamiliar. Although the original study was ;
completed in 1971. the use of technology with a bilingual population is still |
almost non-existent. especially in the domain of research. -

The setting for this inquiry was a data bank developed by Bruce Joyce
and adapted by this research to provide bilingual 4nd monolingual children
with a great deal of information on a community in the United States. Data
banks were used for the study because they provided a structure for map-
ping the course of the children’s cognitive behavicr as they worked towards
problem solutions.

. The first part ol' the study consisted of observing the behavior of the
! human events using the data banis of information
mmunity. The Klckhohn Inventory was used to identify value
jons of the children. The second part of the study used an inventory
ived from the Kluckhohn model for analyzing differences in the orien-
tatidns in monolingual and bilingual populations.

* The value orientation was found to be dependent upon the child’s age
and his’her cultural background. The younger children were able to deal
with all three orientations and with the time-concept in a more concrete
way. The most extreme was the Portuguese sample that believed in lineality
and subjugation to nature. as opposed to the American sample and its belief
in-coflatérality and the ability to change nature. The differences in mapping
through the use of the data banks with a monolingual and bilingual popu-
lation did not show themselves in the behavior of children as they studied
the community. Neither the questions of the children as they studied the
community. nor the themes they employed in descnbing it were suited to
language-cultural background or to the age of the children.

With the use of data banks. several models for research may be explored
in bilingual and multi-cultural settings. Data Banks Revisited will attempt
to reconceptualize the use of technology in a way th.n future models may
be developed for the classroom.

" FL 012 750
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RELATED THEMES
‘ As retrieval systems are being developed in the educad onal field. many
| researchable que-tions become: apparent. Joyce and Joyce state that chil-
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dren’s social concepts seem to vary with age. sociocconomic variables and
family chdracteristics. In terms of learning and schooling. however. the
effects on instruction have yet to be identified. The research study by Joyce
and Joyce states that social science educators are challenged to learn more
about social conceptualization and how 1o increase the role of schooling in
improving children’s social thought.

. . Nostrand calls for research in what he terms the ““ground of meaning™

in which perceptions such as “resentimientos” and “individualism™ could
be better understood. A possible approach to evaluating value orientations
is through the Human Relations Area File. :

Bruner identifies cultural differences as **structural amplifiers” of motor.
sensory and reflective capacities. In terms of education and ethnocentncity,
Taba takes the position that the school needs to courzract the inevitable
parochialism of socialization in ethnocentricity: yet she also ciies. with no
solution. that the process of acculturation is usually attended by stress that
may vary from a relatively mild acxiety to a severe disintegration. ’

Studying ten cultures. Gillespie and Allport reported that American col-
lege students showed a greater tendency toward pfivatism and future ori-
entation. DuBois states that four premises dominate America’s cognitive
view of the universe, (1) the universe is mechanistically conceived. (2) man
is its mastes. (3) men are equal. and (4) men are perfectible.

Neto reports that industrialization in Portugal has changed the perception
of social class in relation to the hierarchical structures. Others generally
describe the traditional ethic of the “"Latin™ as a past-oriented subject and
that his value orientation is usually subjugated to nature.

In the field of bilingual education. we are now attempting to understand
how the study of language may be a vehicle to analyze differences in various
cultures. Simoes. for example. has approached cultural differences by at-
templing to use a phenomenological approach in d;%~rent language settings.
Bacecher has used cogmtive state analysis in I’mapping out” prescriptions
for bilingual tudents while Christian has implied that self-concept and bi-
lingualism have direct implications for bilingual literacy. Even McCormack
has reviewed the area of independence-interdependence in bilingual lin-
guistic memory and has revitalized the debate of memory and bilingualism.

The hterature in the social sciences is vast and complex but basically one
theme cuts across most of the research. Media and technology have not
been used to acquire sinilarities and differences across cultural lines. This
research project attempted to use technology and existing models to explorc
value orientations among different cultura! groups. In short. differences do
exist among cultures but the educational field till has few. if any. applicable
models n the social sciences to identifv specific onentations of children for
further research.

In this construct th: * societies do have different value orientations’, the
domains that are identified a4 the major focus of this study are man’s re-
lation to nature and supernature. man’s time focus and the modality of
man’s relation to other men.* Within each onentation three basic directions
are given. Table | illustratcs the further subdivisions developed by Kluck-
hohn and Strodbeck.

In the man-nature onentation the man emphasis 1s on one’s relationship

"It must be noted thet the concept of “man * here 18 used 1n the generic sense in
which 1t applics 10 hoth men ind women
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TABLE |

THREE VALUE ORIENTATIONS AND
THE RANGE OF VARIATIONS

POSTULATED FOR'EACH"®
Orientation Postulated Range of Variations
Man S--bjugation-to Harmony-with- Mastery-over-
Nature Nature Nature Nature
Time Past Present Future
Relational - Lineality - Collaterality "~ Individualism

to the forces of nature, how these forces can be controlied through one’s
force or intellect. or through some power unknown to or uncontrolled by
the individual. One may interpret the environment as a sphere in which the
forces of nature may overpower. work with, or be controlled by human
hand. If a society believes that the forces of nature dominate one'’s life, such
as the Hispanic group cited by Kluckhohn, then we may say that culture
is oriented toward subjugation to nature; but if a cultural group believes
that the natural forces work with the human race. such as the Navaho
Indians in the United States or the Chinese or Japanese cultures, than we
may state that the orientation is with nature. If, however, a society tradi-
tionally believes that nature can be conquered, such as the Amferican view
reported by Kiuckhohn and others, then we may state that the society is
oriented toward the conquest of nature.

People live in a time structure in which the lifestyle is influenced by the
interpretation of time. This interpretation may affect the society as it reacts
to change. Kluckhohn illustrates this thesis by the English and Chinese
resistance to change with their p. st orientation to time; by the Hispanic
present orientation toward time and change; and the Anglo theme of future
orientation in which change is accepted with less resistance. It is in this

realm that spciety may measure goals, learn how to acquire them and find

" how long it will take to accomplish them. All human problems involve time,
but how the time is valued forms different alternatives to problem solving.
Men and women are social beings and they structure their society ac-
cording to who is going to lead and who is going to do the work. Ali societies
have a social structure that deals with human problems. Whatever structure
is given, it puts individuals in a position that is accorded some value. In the
individualistic variation. people are perceived as free beings making re-
sponsible decisions with the freedom of choice. Collaterality emphasizes
groups working with others and a<cepting the choice of the whoie. In this
case. leaders are accepted by all and yet the group still has the veto ‘of
individual power. Kluckhohn cites the Mormons and the Navahos as ex-
amples of this orientation. Other socicties are structured on a hierarchical
order with the empliasis on social class, important people and power. Ac-
cording to Kluckhohn. in this orientation, societies are apt to be static with
each ““family "’ retaining power from one generation to another.
The use of this model for the study of ethnic groups became apparent.
1t provided the power to investigate specific domains of cultural differences

*{t must be noted that the placement of each subdivision 1s purely accidental and
implies no rank ordering
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and similarities. With the use of the data bank. many possibilities were
foreseen.

The data banks developed by Joyce and Joyce contain 88 major and 629
sub-categories that were taken from the Index to the Human Relations File.
This information was availablé as written material and photographs. Hence.
the combination of the data bank - stem and the Kluckhohn model made
it a viable research project to co: are cultural differences and similarities.

4

Exclusions and Limitations of the Study

Anyone groping for some meaningful conceptual framework in cross-cul-
tural research mast overcome social and economic variables that may subtly
change the direction of the findings. For example. when one talks about
values that are directed ina culture. factors such as social class, rural versus
urban orientations. and other complex variables must be taken into consid-
eration. Portugal. with basically an agricultural economy and with most of
its immigrants coming from the rural areas. presented some problems with
relationship to the Amencan and Portuguese-American groups. With one
group involved in an agricultural economy. that is. the Portuguese group.
and the other two groups belonging to an urbanized industrial setting in
Newark. New Jersey. it is assumed that cultural or value orientations are
complicated by other socioeconomic variables in the two types of environ-
ments. Because of the limitations of the sample size and the immigration
factors of the Portuguese coming to the United States. one must assume
that the findings of this study are related only to the rural Portuguese. To
somewhat overcome this limitation, all children from the American and
Portuguese-American groups were selected on the basis of their parents’
occupation in the unskilled or semi-skilled working class.

Although important for another study. reading levels and |. W. scores were
not consudered for this study. This decision was made because no scores
were available for thé Portugdese group. Using a random selection process
for all three groups. the possibility of biasing a sample was virtually elim-
inated. It was also felt that the use of tape recorders for listening purposes
chminated the problem of differences in reading. but not of 1.W. variation.
These two factors. the use of a random selection and the use of tape re-
zorders. seemed to be the best approach in equalizing all three groups.

The reader must not generahize the Kluckhohn findings for the Portuguese
population. Since this study was accomphshed (1971). the Berkeley School.
basically Chicamo scholars. has heavily criticized the Kluckhohn model.
For example. Romano talks about what he terms the “dominant scholars™
and research that-basically imphes that Chicanos were “*passive’” in nature.
He continues to state that the Mexican-American community is not ho-
mogeneous. and hence findings such as fatalism to assimilation cannot be
generahized. Cuellar's review of the hterature also illustrates the limitations
of th~ Kluckhohn model. He shows that if one is not careful in describing
the findings. we may interpret the data from a deficient or cultural depre-
ciation model. In short. value orientations must not be analyzed from a
negative or positive value or from a reference to the dominant culture.
Concepts such as subjugation. individualism and future orientation must be
studied 111 context. Cultural values are too complex to generalize. and to do
s0 would be a disservice to any particular culture.
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Design and Procedures

The general design of this study focused on four general questions related
to ethnic differences as children deal with society. and four general ques-
tions related to the Kluckhohn model. Differences were looked at with the
help of the following questions:

I. Do the childrzn of the identified language groups cluster in certain
categories when given an unstructured task about a town in the data
bank system? ’ ’

- Are the clusters. if they exist, the same or different in each language
group?

3. Do the children of the identified langyage groups cluster in categories

when they talk about the town that they have investigated?

4. Does chronologicat age have any significance with respect to questions

one through three?

9

The following questions were aimed at the value orientation of the lan-

guage groups: -
I. Do children from different cultures perceive the man-nature orienta-
tion differently? That is. are the perceptions of nature and the natural
forces directly related to problem solving?

- Do children of the identified groups perceive time differently”?

Do children of the three language groups perceive the relational char-

acter of their environment differently?

4. Does chronological age within the thiee groups have any significance
in questions one through three?

w t9

The first task was to translate the entire data bank system into Portu-
guese. Two people were involved in this task. Both had attended college in
Portugal and were balanced bilinguals (Portuguese and English). Three
steps were utilized in the translation process:

I. The separate translation of the information system from English to
Portuguese by each individual.

- The translation of the information from Portuguese back to English.

- A discussion between both individuals on the areas of disagreement.

‘ot

Three samples were utilized in this study. They were operationally de-
fined as the American. Portuguese-American and the Portuguese. The major
critena for the selection of the children was language use and language
competency.

The Amenican sample had to be selected among the children who spoke
only English at home. Children who spoke other languages at home were
not eligible for the study.

In the Portuguese-American sample the children were born in the United
States but the parents were born in Portugal. The children had to be bilin-
gual (Enghsh and. Portuguese) and had to speak Portuguese at home.

In the Portuguese sample the childeen had to have been in the United
States no more than two years.

Within this framework all of the children were selected by using the table
of random digits developed by the Rand Corporation. All of the children
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had to be sons or daughters of a blue-collar worker. Three cells were forme
in terms of chronological age and language identification: .

1. Cell One: 7 years and | month-to 9 years and 0 months.
2 Cell Two: 9 years and | month 2o I1 years and 0 months.
3. Cell three: 11 years and | month to 13 years and 0 months.

After the sclection of each group. each student was given a pretest on
Prestonport, Massachusetts. This test was administered by the use of a tape
recorder and each question was repeated twice. The test consisted of thirty
multiple choice questions randomly selected from all of the sub-categories
in the data bank system. For the Portuguese-American group it was stated
that Two systems were available. one in the English and the other in the
Portuguese language.

After each child was pretested. it was stated that they were going to learn
about a town called Prestonport. Massachusetts. They were told that they
would learn about the town on their own, and they were free to ask any
question that they wished about the town. The “helper” would be present
1o assist the student with the system by acquiring tapes. slides or helping
the individual with mechanical difficulties. Hence. the free inquiry task was
to give the child an unstructured situation sotthat he or she could direct his
or her interests in some specificd aready'As the child asked questions, each
question or input was transferred into a fode number in the retrieval system.
The task was terminated after the child felt that he or she had no more
questions about the town. A ten-minute period was given to each student
to “"think about™ any more questions he or she had about the town. If no
further questions were asked. then the child would move on to the next
phase of the research project, the Kluckhohn Inventory.

The administrative procedure of the output stage was developed to give
maximum output for each child. The best approach seemed to develop a
“pretend” friend for the child. Accordingly. the following statement was
given to each child. "Now that you have learned about Prestonport. let’s
say that you have to tell your friend about this towp. What would you tell
him about the town? You could say what you saw, what you liked and did
not like. what problems you saw. or anything else that you want to talk
about. Just remember that he does not know anything about the town.™

After the completion of the phase. technically called the free inquiry task.
a model had to be developed to apply value orientations to the data bank
system. After careful explanation of several possible " Kluckhohn models™
the less complex procedures were selected. After each child went through
the data Hank system in a free inquiry task. the child would then be asked
to solve “problems™ about Prestonport. i.e.. the implementation of the
Kluckhohn Inventory. Although both research findings are sumewhat un-
related. it is important to note that the use of technology helps the study
to explore cultural differences with the free inquiry task.

Results and Disc usvion

Table 2 illustrates that both language and chronological age determined
the scores in the pretest. The American sample in all three cells scored
higher than that of the Portuguese-American and the Portuguese group. and
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the Portuguese-American all scored higher than the Portuguese. The mean
score also increased in each cell as the group increased in age.
TABLE 2

COMPARISON OF SCORES ON PRETEST
FOR THE THREE CELLS OF EACH CULTURAL SAMPLE

= N equalsis in each cell

Cell Number American Portuguese-Americ:'n'n Portuguese
1 M 10.25 M 9.5 M 127
S.D. 2.2 S.D. 2.00 S.D. 2.05

2 M 1162 M 11.50 M 862
S.D 213 -S.D. 1.00 S.D. 1.00

3 M 1525 M 1275 M 1225
S.D. 2.7 S.D. 2.18 S.D. 286

Two conclusions were arrived at from the data:

1. As the children were less “"Americanized’” the perceptions of an
American town decreased.

2. Age and language competency were critical factors in determining the
perceptions of an American town.

The findings, however, did not answer many questions. What type of
questions in the pretest did the Americans, Portuguese-Americans and Por-
tuguese interpret correctly? Was there any direction in the tvpe of questions
answered correctly or incorrectly? Did age have any direction in the type
of questicns answered correctly or incorrectly? Would the system change
any perceptions of Prestonport. given in the posttest. in terms of the ques-
tions asked by the children?

Because of the length of the tables. they will not be shown but only
described in this paper. In three cases, the American sample differed from
the other two with respect to clustering of answers on the pretest. In three
cases the Portuguese sample differed from the other t'wo; and in four cases
the Portuguese-American sampie was different. But in twenty cases. an
soverwhelming majority, no differences between the three groups could be
ascertained. ,

Only three questions in the American and the Porjuguese-American sam-
ples indicated some direction but with a closer analysis the iestions in the
pretest were not related.

1f culture did not seem to be a determining vanable, the's age seemed to
have some influence on the scores. This assumption was validated by the
analysis of the spread of scores in each age group and question. Table 3
shows the spread of scores in each cell by chronological age. The lower the
score, the more the spread in each cell and, therefore. the less clustering
in each group. One may note that as the age increased more clustering took
place, which indicates that the interpretation of social and/or cultural sit-
yations is dependent on chronological age. More research is needed in this
area before any definite conclusions can be made.

The major focus in the free inquiry task in the data bank system was to

. J—
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analyze the topics that interested children when they were in an unstruc-
tured situation. The question was whether any cultural direction was dom-
inant in any of the language groups. .

TABLE 3

SPREAD OF SCORES BY CHRONOLOGICAL AGE*
Question - . T
Number i Cell Number

1 2 3
1 2 .16 14
2 9 12 13 ,
3 9 12 10 :
4 8 10 12
s 7 B n
6 9 1 15 .
7 7 8 12
8 6 s 13
9 13 1 .18
10 8 9 11
¥ 15 7 10
12 17 s 8
13 12 7 17
14 13 14 15
15 7 10 14
16 8 s 2
17 © 7 9 21
18 9 7 10
19 6 15 18
20 10 9 3
21 , 7 12 13
2 s 6 17
23 s 1 14
24 s 9= 3
25 13 17 16
26 Q L . 15 3 14
27 o : 8 13
28 N .3 6 6 ?
29 [] 9 13
30 7 7 4
Mean 8§43 . 966 * 11,93
S.D 3.33 3.33 4,64

“High score indicates high clustering. Low\score indicates large spread of choice.

Table 4 shows that the mean input of the Portuguese sample in 2ll three
cells was lower than the other groups. The Portuguese-American and*
American means were mixed. and chronological age did not seem to be a
factor for celis two and three. The mean score of cell three in the American
<ample was higher than the mean score of cel! three of the Portuguese-
American cell but in ce}l one and two the reverse is true. Cell two and three
seemed to handle the system without any difficulty. with the exception of
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“ TABLE 4 -

COMPARISON OF THE NUMBER OF MAJOR TOPICS
SELECTED BY THE THREE SAMPLES

N equals 8 in each cell °

Cell Number American Portuguese-American Portuguese
1 M 962 —~M%Z10.25 M 925
S.D. 4.59 . SD 353 S.D. 225

2 M 13.50 M 1887 M 962
S.D. 2.47 S.D. 8.60 S.D. 477

3 M 21.62 M 13.25 M 11.50
S.D. 10.26 $.D. 6.04 L,S.D. 469

cell two of the Portuguese sample, but cell one shows that the mean input
was well below the other cells.

As in the pretest, the findings seem to indicate that the Portuguese sample
was either working in a different cultural direction or was at a disadvantage
in relation to the type of task employed. With a category analysis, Table §
reveals that the difference between the Portuguese and the other two groups
was not in cultural direction but in the guantity of questions asked. Clusters
were dominant in all groups in the same categories and where one group
did not select a specific category. the selection of that category by the other
groups was also low in input. The structuring of cultural direction in the
three groups did not differ and the similarities were actually greater.

TARLE 5

QUESTIONS ASKED BY ALL GROUPS IN
EACH MAJOI “ATEGORY IN THE FREE INQUIRY TASK

Category Name American  Port.-Amenican  Portuguese
10 Onentation 0 0 0
11 Bibliography 0 0 0
12 Methodology 0 0 0
13 Geography 0 0 0
14 Humar Biology 0 0 0

15 Behavior Processes and

Personality 0 0 0
16 Demography 7 6 3
17 History and Culture Change 0 1 0
18 Total Culture 0 0 0
19 Language Q 0 0
20 Communication 7 § 2
21 Records 0 0 [}]
22 Food Quest 2 10 7
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TABLE 5—Cont.

Category Name American Port -Amencan  Portuguese
23 Animal Husbandry 6 8 5
24 Agnculture 7 22_ 4
25 Food Processing h s 1 3
26 Food Consumption 10 12 2
27 Dnnks. Drugs and Indulgence 0 0 0
- 28 Leather. Textiles. and Fahrics 7 7. s
29 Clothing 15 10 8
30 Adomment 0 0 0
31 Explottative Activities ., O 0
32 Processing of Basic Matenials 0 1 4
R 33 Building and Construction 3 4 3
34 Structures 29 3s 40
15 E.a.ipaent and Maintenance
of by !dings 1 S 0
36 Suiemen. 3 17 33
37 Energy and Po.er 1 4 3
38 Chemical In¢ .otries 1 1 0
39 Capital Goods Industries 3 ] 1
40 Machines 0 0 0
41 Tools aird Appliances | 0 0
42 Property 3 3 5
43 Fxchange 6 3 2
44 Marketing 11 12 8
45 Finance 1 i 1 0
46 Labor 35 28 3
47 Business and Industnal
Organization 0 0 0
48 Travel and Transportation 2 0 T
49 Land Transport 11 11 8
50 Water and A'r Transport 20 36 31
S1 Living Standards and Routines 0 0 3
§2 Recreation 14 25 11
53 Fine Arts 6 3 _ 2
54 Entertainnient 0 M 0
55 Individuation and Motility 0 0 1
§6 Social Stratfication 22 12 9
Q . !
L Y
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TABLE 5—Cont.

Category Name American  Port -American  Portuguese
_ "7 Interpersonal Relations 2 0o
. -8 Marnage ' s 0 0
59 Family | 4 0 0
W Kinship 0 0 0
61 Kin Groups 0 0 0
62 Community 1 0 0
63 Terntonal Organization _ 0 0 0
64 State B 0 0 0
45 Government Activities 4 1 I
66 Political Behayior 14 8 )
67 Law 0 0 0
.68 Offenses and Sanctions 0 0 0
69 Justice 0 0 0
70 Armed Forces 0 0 0
71 Miittary Technology 0 0 0
72 War 0 0 0
73 Social Problems 0o 0 0
74 Health and Welfare s 4 3
75 Sickness . [\ 0 0
76 Death h 3 I
77 Religious Beliefs 6 8 s
78 Religious Practices 3 ; 0 0
, 79 E@esiastical Organization 1 ; 0 0
80 Numbers and Measures 0 0 0
8t Exact Knowledge 0 | 0 0
82 ldeas About Nature and Man 0 i 0 0
83 Sex 0 . 0 0
84 Reproduction 0 ) 0 0
8S Infancy and Childhood 8 ‘ 3 9
86 Socialization 0 0 0
R7 Education ' 30 20 11
88 Adolescence. Adulthood
and Old Age 0 0 0
Totals 35K 339 243
No of Categones Used 42 36 13
Noaof Categones Not Used 16 42 45
No of Categonies Selected Only
by One Cultural Group L] 2 2
Q }
ERIC 16 |
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The Iogiw":;cluslon would be that the 1aput stage would be correlated
to the.outp e of the research study in terms of topics that were men-
toned by the children. This assumplion was validated. Quantity. and not
cultural direction. 1s again the major factor among the three groups. The
Portuguese symple used fewer categories than the other two groups. and
the number of kategories selected by only one group was 3. 2. and 2 (Ames-
ican. Portuguese-American and Portuguese. respectively). Clustenir; was
predominant in the major categories related to the major categories in the
input stage. Table 6 shows the output means and standard dewviations of
each group.

) TABLE 6

COMPARISON OF CELLS ONE. TWO. AND THREE WITH
RESPECT TO INPUT AND OUTPUT VARIABLES ON
FREE INQUIRY TASK

N equals 8 1n each cell

Cell Number Amenican Portuguese American Portuguese
1 M 575 M 7.00 M 6.12
SD I8t SD. 282 S.D."9
2 M 92 M L2 M 812
SD 47 SD 682 S.D 4.0§
3 M 1178 M 10.37 M 9.00
SD. 486 SD. 4.20 S.D 38§

Although the Portugues: group did score less in mean scores 1n cells two
and three. there seems to be a relationship betwcen the mean scores and
the retention of the material The_Portuguese sample did better in the re-
tention of the material in all of cell two and in cells one and three between
the Portuguese and the American groups. The data seems to imply that
there may be some relationship between the number of categories inquired
about 1n one session and the retention of the matenal. That is. the higher
the nput for one session the lower the refention factor in the free inquiry
task. More research 15 needed 1n this area before any concrete conclusions
can be made.

It was assumed that the “‘common humar, problems™ or value orientations
would idenufy cultural directions among the groups. Table 7 defines the
direction each group took 1n talking about Prestonport.

Culture and chronological age seem to be variaoles that determine value
onentations 1n the " Kluckhohn Inventory.” All the younger children. cell
one. identfied a direction toward a subjugation to nature. Typical responses
i the protocols for this onientation were. “because God made us.”” "1 like
God because He helps us when we are in trouble.”” and “"because God
rules " The younger children seeined to view God as a very concrete enuty.
while 1n contrast. somc of the older children abstracted the question in
relation to their personal beliefs.

The American sample showed more of a value onentation towardsontrol
over nature than any other group. which seemed to indicate a different
vnentation in the problem solving task. Responses in this area were. “he-
cause man has his own mind and God doesn’t.”” **I picked it because I think
if you want to be something like that. God just waltches over you. Like. he
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doesn’t tell (you) what do do. You do it all on your own.” and I have to
do my own work. " all of which substantially differed from *he Portuguese
answers  Although the total responses in the three groups identified a di-
rection with nature . the subjugated-toward-natore increased from the Amer-
ican to the Portuguese-American as the “mixed™” group in the man-nature
area.

The value of time seems to have no dominant direction for any group.
and the pnmary directions weie the present and the future. Chronological
age 15, however. an important vanable in the iterpretation of time. That is.
time for the younger children was so concretized that it was impossible to
abstract the past or the future. Many of the young children did not select
the past or the future because of the fear of dying or not being born.

TABLE 7

VALUE ORIENTATIONS FOR KLUCKHOHN INVENTORY
BY CULTURE AND CHRONOLOGICAIL AGE
N equals 8 in each cell

Amenian Portuguese \mencan P rtuguese
Ornentation Call Cell2 Celld Celll CeBl 2 Celld Celd Cen?) Cel 3
Over Nature 2 1 9 0 3 1 2 Q 2
With Nature < 13 I 1 12 [l R 9 15
Subpugated
to Natuge I8 t 3 ] 9 6 14 N 7
Prosent HY I 9 [ 10 2] 14 6 13
Past - 3 “ X 1 A 1 6 2
f uture - 1t 3 10 10 11 7 12 9
fndividual LS - ] R h = 4 Q ]
C ollateral h tn 14 < 13 10 X £ £
2 9 3 - 12 17 16

Fincar 9 3

The relaiiona! data directs all of the Portuguese sample n the area of
lincahty The type of responses seemed to be related to the order ir. - hich
the leader kept the society and or the family together. In contrast. the
American and the Portuguese-American groups emphasized the theme of
working together or being your own boss. and of doing what one wants to
do.

The ~“common human problem™ 1s then related to culture and chrono-
logical age. The differences. especially in the man-nature and the lincal
onentation, seem to increase with age. The Portuguese in the man-nature
onentation increased n subjugation-toward-nature as age increased and ac-
cordingly. ~over-nature”” onientation decreased as age increased. Although
the American and Portuguese-Amencan sample secemed to be guite consis-
tent for the onentations in all ages. the Amernican sample did select more
over-nature and less subjugated-tow ard-nature than the Portuguese-Ameri-
can sample The Portuguese-American group again had the ““mixed™ value
between the Portuguese and Amencan groups.

Time onentation does not have any direction for the three groups. Chron-
ological age may be a vanable in this domain. especially for the younger
children. As cited. the younger children seemed to concretize time into
their own life in which the past and the futirre could not be abstracted into
some sort of value onentation
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TABLE 8
KLUCKHOHN INVENTORY—FIRST AND SECOND
CHOICES COMBINED
N equals 8 in each celi
Amencen Portuguese- Amencan Portuguese

Orientation Celt 1 Ced2 Celld Celll Cell2 (ell? Celll Cell2 Cell ¥
Over \ature e < hay 19 17 24 20 10 7
With N\ature 26 » 6 1 19 24 2 33 Lk}
Subjugated

to N\ dure 26 2K 2= 3t LR R} 2 16 K}
Present R 32 41 K Y 3% 28 3K RX]
Past 26 M 23 17 9 19 LR} 26 28
Future 3" 37 2 27 byl 42 26 2 KL
Indin sdual 4 kR 0 7 k Lk} k] 27 37
Coltaterad 3= 47 E) ki H 34 3 32 bt}
Lincar 41 29 X A3 W [ 44 s3 A

Lineality 1s directed to both chronological age and culture. Table 8 illus-
trates that all of cell one had a direction toward hineality in the relational
domain. Cell two and thre: of the Amencan and the Portuguese-American
samples shifted from hne: ity to collaterality whereas the Portuguese sam-
ple remamed in the for.ner area.

The posttest revealed that culture and chronological age are factors in
interpreting the scores. Asin the pretest. the American sample scores higher
than the Portuguese-Amuncans. and the Portuguese- Americans scored higher
than the Portuguese grcup. In this area. as age decreased. the mean scores
decreased in all groups. Table 9 illustrates the mean scores and standard
deviations of the grouys by culture and chronological age.

An item analysis of 1he posttest revealed the same results as did the
pretest with one exceptien. Although no cultural directions were identified
among the three groups. the American sample did have an advantage in the
content questions about the United States. The American group in the post-

TABIEY

POSI-TEST FOR ALL GROUPS DIVIDED BY
CHRONOILOGICAL AGE AND CULTURE

N cquals 8 in each cell

Cell Number American Portuguese-American Portuguese
1 M 975 M 900 M 887

SD 29 SD 1. S.D 372

2 M 11% M 1137 M 962

Sh 166 S.D 306 SD 1.9

3 M 1500 M 1100 M t1.62

sSDh 1717 S.D. 2.% SD. 2.19
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test did differ more than the other two groups. but the difterences occurred
in content questions about Prestonport. Hence. experience and not culture
must be taken into consideration in the posttest. The Portuguese were less
familiar with American history. the Portuguese were not accustomed to the
interpretations of an American town.

Implications of the Study

In the pro.ess of the study. some questions were raised regarding the
make-up of the retrieval system. For example. most of the themes in both
the input and output tasks of the children fell into a very few categories
such as labor. structure. water and air transport. There were only thirty-
one categorices in all that were touched upon by the questions of the children.
although. several hundred categories of information were available. In the
future construction of data binks in refation to children's values. some
thought might be given to the narrowness and concretencss of their inter-
ests. Children should be encouraged to look at a wider range of subject
matter through the use of tasks intended to stretch their search patterns,
or the basic categories could be constructed so as to lead them into more
abstract areas of thought and cultural behavior. Possibly differences in value
onientation would appear if the children engaged in more extensive inquiry.

Another possibility for the construction of new retrieval systems is one
geared specifically to the value domain. For example. the results of the
Kluckhohn model indicated that the Portuguese sample had a lineal orien-
tation. A system built in the relationship domain for these childrer could
present social class. family structure. political power, economic and social
mobility. and many other related areas in a slightly different light.

Changes within retrieval systems based on cultural differences have a
more promising future. Judging from the information received from the
“Kluckhohn Inventory.” the children with different cultural backgrounds
do have a different approach to society. It is p.ssible that the data bank
used was relatively alien to some of these children. Perhaps if the material
were presented in a way more sympathetic to lineality and man's subjuga-
tion to nature. these children might have learned better how to concep-
tualize their ideas. Since the possibilities for research in data banks on an
international scope looks promising. this might be one aspect of the problem
that could be scrutinized more carefully.
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HOW TO DESIGN A CAI COURSE FOR MEXICAN AMERICAN
MIGRANT STUDENTS

Sandra Maciell Franco
Tucson. Arizona

ED212145

In preparing courseware. one must consider the background. needs. and
interests of the audience in order to provide adequate instructional material.
The audience considered in this paper is the Spanish-speaking migrant stu-
dent. who is more commonly of Mexican descent and who possesses unique
cultural and linguistic qualities. Although there are many Mexicans who,
migrate to the United States to find work, this paper will deat only with the
Mexican American migrant.

The Mexican American migrant has long suffered the .ffects of his eco-
nomic situation. educationally as well as socially. Following the crops. either
within the state or from state to state. has created a terrible dilemma not
only for the student trying to learn under these conditions but also for the

' teacher who must continually try to pick up the educational pieces of these
children. Many dedicated teachers attempt to fill in the gaps as best they
can but many more allow these students to become lost in a cloud of ed-
ucational discouragement.

The educational problems a Mexican American migrant pupil faces are
basically the same as any Mexican American or Chicano studen:. Because
of their fow socioeconomic status the families of these Mexican American
adolescents are concerned primarily with the struggle for existence. Edu-
cation is often not as important as the more immediate basic needs of the
family. and. as a result. emphasis is nlaced on work and not on educational
goals. Very little in the school curriculum seems to stimulate the intellectual
growth of a people with different cnltural goals and values. The Mexican
American student. who has difficulty adapting to the American cultural and
educational system. frequently feels that his teachers do not understand or .
attempt to comprehend these adjustment problems. Careless remarks. ac-
tions. and misconceptions about the Mexican American culture by teachers
and adginistrators alikc often create aggression. resentfulness. hostility. and
insecurity in Mexican American and migrant students. and eventually these
children drop out of school in despair.

Mexican American migrant children also display a unique cultural and
inguistic amalgamation. Jealously holding on to Mexican customs and tra-
ditions. the Mexican American migrant child has learned to live in a cul-
turally different society. Many children have learned new Amencan customs
and traditions while retaining their old ways. Often the migrant student feels
that he is being ostracized because of his racial background: but he has
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learned to Eope by practicing the mores of his culture at home and con-
forming to American standards in the outside world.

Most Mexican American children speak Spanish znd have an aural-oral
command of the language: but they have little. if any. literacy skills in either
their native language or the target language (English). There are. without
a doubt. degrees of proficiency in Spanish and English displayed by Mex-
ican American migrants. The following clearly illustrates the ever-present
effect that the economic status of a culture has upon language and education
as a whole.

The degree of proficiency in Spanish or English varies among Mexican

* American and other Latin Americans with relativnship to recency of family

migration from their native countries. proximity to the U.S.-Mexican bor-
der. and the extent of cultural influences. The extent of native language
usage among family members also varies in respect to income level. occu-
pation. and place of residence within the general community. More Spanish
is spoken among low-income Mexican families. It is also true that low
income Mexican American families are less able to afford homes in assim-
ilated middle-class communities in the cities and suburban areas where
English is used with greater frequency by Mexican Americans (Valencia
1978: 4).

A very curious phenomenon that has occurred in the language of many
Mexican Americans and migrants is the creation of a unique dialect. stand-
ardly called pocho. This mixture of the Spanish and English languages
has produced a linguistic occurrence that has proven to be a stumbling block
for both educators and Mexican American students. Since the student has
not sufficiently learned either the Spanish or the English language. he must
struggle to learn the target language (English) without the help of his native
tongue (Spanish). Furthermore. a feeling of inferiority overcomes these stu-
dents when mistakes in English are made in the classroom. where Anglo
students already have a command of the language.

if we add the load of transiency and little chance for continuity in
coursework to the already overburdened Mexican American migrant stu-
dent. one can clearly understand the reasons for the increased drop out
rate from schools and delinquency of these students. Much has been done.
however. and the fate of the migrant student seems at best to be ameliorat-
ing. Many states. like Michigan and Illinois. provide summer schools for
migrant children. up to age sixteen. to help them catch up on instruction
they have misved throughout the year. These programs also maintain an
open atmosphere for learning. such that the child is not intimidated to learn
and enjoy himself in a school setting. To help alleviate the problem of con-
tinuity in coursework. a computer-based program called the Migrant Stu-
dent Record Transfer System was established in Texarkana. Arkansas. The
migrant student’s progress is recorded by teachers wherever the student is

. currently residing. Then it is sent to the center where it will be made avail-
able to any other teachers the student has in the future.
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More recently. a third innovative program for migrant students has finally
attracted educators. Computer-assisted instruction for Mexican Amer-
wan migrant students may not only spark motivation and interest in these
students but may also offer an alternative in education. Characteristics of
the target population ndicatc a need for the content and pace of learning
to be controlled. A computer can offer not only this capability but can also
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present material in a unique manner. providing problem-solving challenges
and remnforcing subject matter. Since the student works by himself and has
pnimarily the computer to judge him. doubts about himself as an effective
learner may diminish.

In order to begin to design a course for the proposed target population.
we must first consider the student’s communicative capabilities. Since we
carnot rely on the written word of either Spanish or English. a casselte
tape must accompany the computer lessons. Learning to read in English
then becomes of prime importance and thus necessitates a lesson. approxi-
mately an hour in length. to be composed of two parts: a reading and a
communicative strand or section. Studies in language by Thomas G. Sticht
(1972) and others have shown that if a student develops a listening fluency
first. the skills of reading. writing and speaking will be enhanced. If the
student could listen to the tape first and hear the English words he would
be reading and practicing on tne computer. this theory of learning. already
practiced with young children learning - tanguage. could prove successful.

All presentations on the computer should maintain the student’s attention
and interest at all times. [his approach has been taken in accord with Bo-
goch (1968) who cites a “considerable body of evidence that supports
the conclusion that information is rarely. if ever. stored in the human ner-
vous system without affective coding.”” Stevick (1976:10), Brierly (1966).
and Chafe (1973) also believe that what is important and emotionally charged
seem:s o be more rapidly embedded in the brain than ummportant or emo-
tionally neutral matertal. Things familiar to the Mexican American migrant. .
like “*souped up’” cars. pick-up trucks. and fanily members would interest
a child as well as a teenager. Pictures of these items could be transferred
to a computer screen and could be animated to help teach sight words.
dialogs. grammar rules and important cultural material. A cassette tape
would be made available <o that the student could be able to associate the
written word seen on the screen with the spoken word on the cassette. This
cassette would also be used to give the student instructions on the operation
of the computer.

Exercises on visual discimination of alphabet letters and words. such as
touching (many computers have the touch capability. so that the student is
able to touch the screen for his answer) or typing a letter or word that is
different or the same would be useful in the beginning phases of language
learning. Similar exercises using sight words and the spelling of words could
also be incorporated in a design for Mexican Amencan migrants. Further-
more. since .1 cassetle tape is required for this type of an sudience. Spanish
could very cfficiently be used to make explanations and reinforce English
words and conversational dialogs.

The most beneficial contnbution of computer programming to the instruc-
tonal field has been the use of task analysis and specific obyectives in course
design. Learning to write and use specific objectives should be of pnime
importance to all educators: those who write their own programs. those
who desire to u%e programs successfully in their teaching careers . and those
who desire a method of defining objectives of a course more precisely.
Specific objectives will help ehiminate confusion and failure for the educator
as well as the student. Once the author of a course design has studied his
audience carefully. specific obectives for that audience should be written.
These obgectives should not only be clear and concise but they should also

»

174




ERIC

Aruitoxt provided by Eic:

How to Design u CAI Course 163

be realistic and fit the grade level for which they are written. All objectives
of a course should also be capable of being measured. Many tumes an
educator would like to teach an attitude. an interest. or an appreciation
te.g.. for literature) but does not specifically know how he will do it. Al-
though these are very hard to measure. they can. nonetheless. be written
s0 that the student is actively involved in exercises that will meet these
types of objectives. The behavioral goals that can be mecasured most easily
are those concerned with a «kill. an unders’anding. or a knowledge of a
particular subject. When writing objectives. the author should be ready to
classify his objectives as belonging to one of the six categories here described.

Mary B Cratk (1971) describes five basic steps in writing objectives. First
and of utmost importance in writing objectives is the point of view. Objec-
tives should be wnitten with the student in mind so the objectives are stated
from the learner’s point of view. The category—skill. understanding. knowl-
edge. atttude. interest. appreciation—should be included nex!. Third. the
terminal behavior or the behavior expected of the learner should be stated.
The fourth stem of an objective is the conditions under which the behavior
15 to be performed. Conditions such as time limitations. use of references
and or testing site will help-the learner as well as the educator know exactly
how the objective will be met. Fifth. the objective should state the level of
proficiency the learner must a.tain These five steps are illustrated in this
example: The student 1s 10 develop knowledge of the vocabulary used in
Ihe Merchant of Vemce so that he can wite the defimtions of fifty words
chosen from the play without the use of any aids. in sixty minutes with no
more than fifieen errors..This type of objective should be wnitten if the
author of a course design 1s not writing for a computer lesson. A computer
designed course. however. necessitates @ mere structured format with each
of the five sieps descnibed by Craik broken down into smaller and more
exphicit umts.

The CAl course design used here as an example has been prepared for
Mexican Amenican migrant students in the very beginning levels of language
instruction Since there was a problem of literacy. a format was chosen in
which the student began with only the workbook and tape components of
the course (shown 1n modules I-? ¢ 1, le ) and then progressed to the
computer portion in modele 4 .. ¢ ¢ are concerned with sound symbol
correspondence of a langu  :Cnghish) the students possibly may have
heard in therr surroundings but not Icarned. the skills of listening and speak-
ing are practiced and renforced first (modules 1 and 2) and then reading is
practiced in modules 3 and 4. In this way many of the theones of language
learmng are employed

The objectives given Table | represent the first three steps offered by
Craik. Objectives are wntten from the student’s point of view and illustrate
the categones of knowledge and understanding. The instructional goals have
been broken down into umts called modules. These modules have a heading
describing the goals of the lesson (Module 1—Greetings (Communication).
Modules are grouped together according to similanty of material and each
objective (numbered) starts from the least difficult to the more difficult
objective. The obyectives are hsted with the terminal behavior first in such
& way that they very quickly define the goal of the obyective 1101-Correlate
pictures with some greeungs heard on the audiotape. The pumbers and
letters (1101A) that come directly beneath the objectives are the specific
exercives of the objective.
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TABLE 1
OBJECTIVES FOR LESSON | ON GREETINGS. VOCABULARY >
WORDS AND LETTER FORMS
Module 1—Greetings (Communication) g

1161 Corgelate pictures with some greetings heard-on-the-audiotape.
"1101A  Listen to greetings in Spanish and English.
1101B  Circle picture for greeting heard in English on the audivtape.
1102 Recognize number of words in greetings.
1102A  Listen to words of greeting singly and combined in normal
speech. 3
1102B  Draw lines counting the number of words heard in a greeting.
1103  Orally produce greetings upon hearing a contextual cue in English.
'103A  Listen to stress and intonation patterns of greetings.
1103B  Repeat greetings after model on audiotape. il
1103C  Listen to conversational order of greetings.
1103D  Orally produce a greeting upon hearing a Spanish cue.
1103E  Orally produce a greeting in English upon hearing another
English greeting as a cue.

Module 2—Vocabulary Words (Communication) ]
1201 Correlate pictures with key vocabulary words heard that begin with
letters A-F - .
1201A  Listen to key vocabulary words and their translations while
looking at their representative pictures.
1201B  Circle picture for the key vocabulary word heard.
1202 Discriminate between singular and plural form of key vocabulary
learned in 1201, according to spoken and pictorial clues
1202A  Listen to singular and plural ending /z/ of vocabulary while
looking at their representative pictures.
1202B  Circle picture for the plural word heard.
1202C  Discriminate between singular and plural pictures for the
word heard. .
1203  Orally produce the singular or plural form of the key vocabulary
learned in objectives 1201 and 1202 updn hearing a Spanish cue.
1203A Listen to the singular and plural forms of the key vocabulary
in Spanish and English.
1203B  Write specified symbols to indicate singular or plural forms
heard on the audiotape. -
1203C  Repeat singular an plural forms heard on the audiotape. -
1203C  Orally produce the singular or plural form of the vocabulary.
' words upon hearing the Spanish translation.

Module 3—Letter Forms (Reading)
1301  Idénufy upper-case letters A-F.
13Q1A  Listen to letters A-F while looking at therr upper-case writ-
' ten representations.
1301B  Copy the upper-case letters A-F.
1301C  Curcle the letter heard from a choice of two letters.
1302 Idenufy lower-case letters A-F.
1302A  Listen to letters A-F while looking at their lower-case writ-
ten representations, .
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~ 1302B Copy lower-case letters A-F. e
1302C  Wnite the lower-cuse letter heagd on the audiotape.
1303 Maich upper-case forms of letters with their lower-case forms.
1303A Copy upper and lower-case letters A-F heard on the

. audiotay
1303B Match upper-case letters A-F with lower-case forms.
1304 Identify alphgbetical order of letters A-F. -

1304A Read letters A-F in alphabetical order while they are heard
on the audiotape.
1304B Copy the jetters A-F in alphabetical order.
e 134C Circle a letter to complete three letters in a series.
1305 RecogniZe sight words—Hi. bed, car, touch.
1305A Match pictures vath their wntten words.
1305B Trace around sight words.
1305C  Circle the sight word heard on the audiotape.

Module 4—Letter Forms (Reading) Computer with Audio
Introduction—Demonstrate familiarity with the computer.
1. Listen to an introduction to the computer in Spanish.
2. Touch symbols on screen upwsa being given a cue on the audiotape.
3. Type letters A-F on keyboard.
4 Follow directions indicated above given on the audiotape.
1401  Match upper-case letters with lower-case forms.
1401A  Todch corresponding upper-case letter in one column with
the lower-case letter in another tolumn.
1401B  Touch the correct lower-case letter for upper-case form given.
1402 ldentify alphaketical order of letters A-F.
1402A Touch letter heard on the audiotape nceded to complete
& . three Ictters in a senes.
1402B  Type letters A-F in alphabetical order.
1403  Recognize sight words—Hi. bed. car. touch.
1403A  Match vocabulary words with corresponding pictures.
1403B  Touch the correct vocabulary word heard on the audiotape
for a picture given.
1403C  Touch the wntten word for the word heard on the audiotape.

As one can see. the very basic skills of learning simple gre¢tings. alphabet
letters. pluralization and sight words are used because they are required for
students 1 the beginning phases of language learning. Sight words were

selected accoiding to the “"experience approach.” which Lillie Pope (1967)

+describes as necessary “'to help the student build a stock of words that he
recognizes at sight. the vocabulary must be coordinated around his inter-
ests. It cannot be emphgsized too often that in order for the instruction to
be effective. (he interest of the student must be captured and maintained
continuously ™™ (Pope 1967:45).

In order to see more clearly the hierarchical order of learning. a task
analysis diagram must be constructed (See Figures | ard 2). Each objective
is hsted according to its respective module and placed according to knowl-
«._ * required for the following’ modules. The lesson used here as an ex-
ample 1s not hngar. In other wogds. the modules do not follow one another.
This diagram illustrates that Modules | and 2 are required for Module 3.
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FIGURE |
HIERARCHICAL TASK ANALYSIS FOR LLESSON 1 ON

GREETINGS. VOCABUL.ARY WORDS AND LETTER FORMS—
TEXT WITH AUDIO

Module 3 [T 1305 Recognize wight words Hi. hed.

car. touch

1304 Identify alphabeticar order of

letters A-F.

Match upper case forms of lctters
with their lower case forms

1303

L 1302
l

u()l Id:atify upper case letters A-F j
l

Identity lower case letters A-F ]

Module | I

1103 Orally produce greetings
upon hearing a contextual
clue

-

[

1102 Recognize numbers of words
n greetings

I

1Ot Correlate pictures with
some greetings heard on

the audiotape

] Module 2

1203

Orally produce the singular
or plural form of the key
vocabulary words upon
hearing 4 Spanish cue

|

1202

Discriminate between singu-
lar and plural forms of key
vocabulary learned in 1201
according to spoken and
pictonal cues

l

1201

Entry Behavior Line

Correlate pictures with key
vocabulary words heard that

begin v.th letters A-F,

|

| |

L3

Aural-oral Mimmal or spor- Concept of aural- Concept of
commuand of adik exposure 1o visual correla- pluralty
Spanish F-nghish tion

- The entry behavior line at the bottom of the diagram shows the knowledge

the student must know in order to work in this lesson.

Tables 2-4 show the Module Pathways of Modules 1-4. Eaci* objective is
listed with its corresponding medium. time. and instructional mode. In this
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FIGURE 2

HIERARCHICAL TASK ANALYSIS FOR
LESSON | ON GREETINGS.
VOCABUL.ARY WORDS AND LETTER FORMS
PLATO W/AUDIO

Module 4 1403 Recognize sight words

Hi Bed car. touch

l

1402 dent:sfy alphabetical
order of letters A-F

[ 1401 Match upper case let-
ters with lower case
[ forms

Demonstrate fdml';l'll) mlh"
PLATO

Introduction

;
Ent  Behavior Line

i 1

1 1
ldentity upper and l Recognize uight
lower case lerters words Hi. hed

A-F in alphabetical

car tonuch
1 oradet !

L

[ 9
way the educaloﬁ has. . fir .t glance. an account of the conditions under
which the objective v-.. =~ et.

The working times given are approxim.te. dete: aed by the course de-
signer. based on logic and experience. The ,tudent in this particular pro-
gram-has the time specified. or more time if necessary. for the workbook
portion of the 12sson. When calculating working times. the course or lesson
designer should allow from thirty to sixty seconds for each item of the
exercises given. the student’s ability, and difficulty of the item should also
be considered. The ume on the computer, however, is niore structured. so
that approximately thirty seconds are allowed for the student’s response to
cach item and additional tini.  added for the lesson preseptation according
to the time the author needs tv present the material on the computer.

The instructional strategies are detailed expicnations for the author of the
workbook or computer lessons. so that he knows exactly what to write.
These instractional strategies are provided by the course designer so that
the educational concepis are taught specifically the way he planned them.
The medwum. time and objective numbers are again provided, plus the de-
scription of the 'esson in the tutonal. A realistic. true-to-life application is
also given after each module. Modules | and 4. shown in Table 3, are given
here as representative examples.
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TABLE 2
MODULE PATHWAY FOR MODULE 1 (GREETINGS) AND
MODU'E 2 «tVOCABULARY WORDS)
Modude |
Objective Instructional
Number Medium Time Mode
1101 lext w Audio om Looking
Listeming
Cirching
Listening
3 Drawing thnes)
13 , fext w Audio 005 Listerung |
Speaking '
O Il minutes
Module 2 ‘ \
Objective Instructional \
Nurer Medium fime Mode ! \
1201 fext w Audio 0on Looking \
Listening \
. Circling !
1202 fext w Audio 003 Looking
Listemng
Circling '
120% lext w Audio 064 Listening
Writing
Repeauny,
Speahing

0 10 minutes

TABILE3
MODULE PAIHWAY FOR MODV'LE 3 (Letter Forms—Reading)

Objective 3 Instructional
*vumber Medium Nime Mode
1301 levt w Audio 0om Looking
Listening
Copying
Circling
1302 lext w Audio 0om Looang
Listening
| Circling
X Writing
1303 fext w Awdio 0o Looking
Listeiing
Copying
Circling
1304 lext w Audio om Reading
Listeni 1ig
Copying
Matching
1308 lex Audio 008 [.ookn.g
; I isteming
! Matching
Copying

017 sminutes
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TABLE 4
MODULE PATHWAY FOR MODULE 4 (!_etter Forms—Reading)
Objective . Instructional
Number Niedium Time Mode
Introduction Computer 004 Looking
w Audio Listening
Touching
Typing
1401 Computer 003 Looking
w Audio Touching
1302 Computer 003 Looking
w Audio Listening
Touching
Y Computer 00S Leooking
w Audio Listening
Maiching
‘Touching
0 15 minutes
TABLE §

REPRESENTATIVE INSTRUCTIONAL STRATEGIES FOR
MODULES | AND 4
Module 1: Greetings (Communication)

Medium- Text w. Audio ’

Time- 0 11

Objective i101: Correlate pictures with some greetings heard on the
audiotape

Tutorial Pictures 1n the workboow will depict the greetings Hi. Hello. Good

morning. Good afternoon. and Good evening. such that the studgnt can

make a distinction between them after lookmg at the representative pictures

and hstenmg ro their translations in Spanish on the audiotape. The student

will hear the greetings in English and Spanish: then he will hear descriptions

in-Spanish of the situations in which these greetings would be used. The .

graphics should be explicit enough to prompt a greeting from the student.

Drill und Practice See enabling objectives 1101A and 1101B.

Objective 1102: Recognigze number of words in greetings.

Tutorial- The student will listen to the pronunciation of the words of the

greetings S0 that he 1s aware of the correct proaunciation of these words in

normal speech and can aural' discriminate between them

Drdl and Practuce. See cnab g objectives 1102A-1102B.

Ohjemw 1103: Orally produce the greetings upon hearing a contextual cue

in English.

Tuterrial- This obgective will focus on the oral production of the greetings

The student will hear the correct stress patterns of the greetings 1n a brief

encounter of two persons.

Drdl and Practuce See enabling objectives 1103A-1103F.

Application: The student will be asked to greet another student or a wcacher
appropriately

Module 4 Letter Forms (Reading)
Medmim Computer w’ Audio
Time 015
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Introduction 1o Computer The student will hear an onentation to the com-
puter in Spanish The student will become familiarized with the computer
key board and screer by typing the letters A-F on the keyboard and 1ouching
letters or symbols on the screen. The student wil} follow simple directions
given on the audiotiape that will practice the above exercises
Dridl and Pracuce: See exercises 1-4
Objective 1401 Match upper case fetters with lower case forms.
Tutorl- The computer screen should show the upper and lower case letters
in order together. then scrambled. then alphabetized again. The upper and
lower-case letters will flash. matching the iwo. then the letters will be shown
in alphabetical order using both upper and lower-case forms. An upper or
lower-case letter will be ginv-.n and the corresponding letter will flash from
a group of letters givan 1n a column.
Dridl and Pradtice: See enabling objectives 1901A and 1401B.
Objective 1402 Identify alphabetical order of letters A-F.
lutorwl. Letters A-F will appear in the upper case form. Then the lower-
case letters will appear. These will appear scrambled. then the upper and
lower-case forms will match and again appear in alphabetical order.
Drdl and Practi ¢. See enabling objectives 1402A-1402B.
Objective 1302 Recogmize sight words—Hi. bed. car. touch.
Iutoril The words will appe:ar on the screen and they will be said on the
audiotape. The words will appear agan. then the letters of the words will
erdase and then reappear again.
‘Drdl and Practice: See enabling objectives 1403 A-1303C

ppiication. The student should be able to identify alphabet letters and

sight words 1n various written signs. books. etc.

~

Finally. the media selection summary chart will prove useful for the course
designer  In this summary. a condensed grouping of the modules will not
only reveal the*medium and objective numbers. but 1t will also show the
testing times and totals. A pretest s required in order to determine the
correct lesson for the student and a posttest is necessary to evaluate the
learner’s progress )

Table 615 also included as an example of pretest and posttest descriptions.
The title indicates the modules. testing mode. and time required for testing.
The objectives of the module or modules to be tested are listed. and
the description follows, with each objective. number of items for each ob-
Jective and number of items required for mastery and non-mastery. The
pool s the number of testing items that need to be wriiten in «. “der to have
enough mateiial for the student to work with Enough items are supphed

so that the student has a chance to go through the lessor and more testing-

tem 1n case he happens to fail the first time through.

Designing and wrniting courseware for Mexwcan Americaa migrant stu-
dents will indeed help the educational progress of these children Through
resedrch. our experience as teachers. and a caning atitude. we can develop
coursew.are okwhich we can all be justifiably proud




TABLE 6 §
MEDIA SELECTION SUMMARY: LESSON 1 —Greetings. Vocabulary Words and Letter Forms =
Text Computer Testing Total Time n ?
Modules and obyectives witl. Audiwo with Audio w h Audio Each Modv'e P
2
0 05 (Pretest 3
Modules 1 and 2) 2
Module | Greetings - Q)
1101 Pictonal and Aural 003 - 2
Correspondence n)
1102 Aural Discrim:nation £
of Words n Sentences 003 - >
1103 Oral Production . 00s - 0 11 (Module 1) ®
Module 2 Vocabulary Words
1201 Pictonal and Aural 00 —_
Correspondence —
1202 Aural Discnmination 003 -
of Singular and Plural
1203 Oral Production 0 — 0 10 (Module 2)
005 (PostTest 0-10 (Total Testing
Modules ! and ) Modules | and 2)
0.04 (Pretest

Modules 3 and 4
Text with Audio)

* Module 3 Letter Forms

1301 Upper-Case Letter. A-F 003 _
1302 Lower-Case L etters A-F 00 -
1303 Upper and Lower-Case 003 _

. Letters A-F ~
_ 1304 Alphabetical Order of om —

Letters A-F
1308 Sight Words [EA —_ 017 (Module M 3
Q .
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TABLE 6—Cont.
Text Computer Tes® ng Total Time 1n
Modules and objectives with Audio with Audio with Audo Each Module
Module 4: Computer
Introduction to Computer - 0:04
401 Upper and Lower-Case - 003
Letters A-F -
1402 Aiphabetical Order of — 0.03
Letters A-F “
— 00s 0.15 (Module 4)

1403 Sight Words

0 03 (PostTest
Modules 3 and 4

Computer with Audio)

0-07 Testing Time
(Modules 3 & 4)
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COMPUTER-ASSISTED BILINGUAL EDUCATION

Joan E. Friedenberg
Florida International University

When one thinks of Computer-Assisted Instruction (CAI) in the public
schools, one usually imagines a group of gifted math students huddled
around a microcomputer, playing war games. While it is true that most
schools purchase computers to teach programming skills to the gifted. com-
puters can be especially effective in educating minorities. and more specif-
ically, linguistic minorities.

This paper focuses on four aspects of computer-assisted bilingual instruc-
tion. The first part is an introduction to computer literacy and awareness.
The second presents guidelines for establishing a computer-assisted bilin-
gual instruction site. The third part provides a description of some of the
computer-assisted bilingual projects in existence, and the fourth identifies
the needs for the future.

Introduction to Computer Literacy and Awareness

Compared with business and industry. computers have been underutilized
by the educational establishment. In a statement before the U.S. Hou:e of
Representatives Committee on Science and Technology (1979). Lewis M.
Branscomb. Vice President and Chief Scientist of IBM stated that the rea-
sons for this underutilization include lack of access to funds for equipment,
a gener: [ly heid belief that values education is more important than voca-
tional and structured learning to which computers are more suited, the
reluctance of teachers to accept changes in the nature of their roles. and
consequently. the lack of market incentive to generate instructional mate-
rials. Although some or all of these allegations may be true. Branscomb
also agreed (personal communication) that much of the difficulty is due to
computer vend: rs not “"bridging the gap to reach the elementary and sec-
ondary public schools.” That is. vendors have perhaps not been sensitive
enough to the feelings of apprehension, intimidation, and anxiety that in-
experienced users often feel towards computers. Branscomb suggests that
one step that could help to alleviate this problem would be for teacher
education institutions to familiarize teacher trainees with computer tech-
nology and its use in the classroom, and include some “hands-on™ expe-
nience. This should include a knowledge of computer-related terminology.
uses for computers in the classroom, and the benefits of computers in
education.

174
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- Common Computer-Related Terminology

Computer-related terms can fall into four categories: (1) system types.
' system components. (3) computer hardware. and (4) computer sofiware.
. «stem Types.

1. Time-sharing. Several computer terminals attached to one large pro-
cessing unit.

2. Stand-alone. A terminal and processing unit “all-in-one™ ‘e.g.. home
computer).

Svstem Components

|. Hardware. The physical equipment forming a computer system.

2. Software—the programs that enable computers to precess data. These
programs can be written in a number of languages. such as COBOL.
BASIC. APL. TUTOR. and FORTRAN.

3. Courseware-the actual lesson the studeni sees.

Computer Hardware.

- l. Input Device. The device that brings the data from the user to the
central processing unit (CPU). These devices inciude keyboards card
readers. tape readers. and disk readers.

2. Output Device. The device that transfers the data from the central
processing unit back to the users. These in-lude Cathode Ray Tubes
or CRTs (TV screens). printers. and voice synthesizers.

Computer Software.

1. Program. Set of commands or statements devised te permit the com-
puter to carry out certain instructions.

. Bug. A mistake in the program.

- Debug. To search for and correct bugs.

. Binary numbers. bits. .nd byles. The basis of the coding system in a

computer. Compare 1t to the decimal system.

ot

Decimal (45) Binary (45)
{7 /S [/ 2y 16y By I 2y s

0 4 = 1 0 1~ 1 0 I

bty

8 bits - 1 byte
16K - 16000 bytes -

S RAM (Random Access Memory). The kind of memory you can put a
program nto or that you can store data in for later retnieval.

6. ROM (Read Only Memory). Memory that cannot be changed. Already
purt of the central proce ssing unit. ROM can only be read. A four-
function calculator contains only ROM—the circuitry that permits it

to add. substract. multiply, and divide. c

Uses fur Computers i Bilmgual Feucation

There are seven ways in which a computer may be ntilized in a dilingual
program.

1. Tuional Mode. In this mode. the computer acts as teacher and is

ERIC 1y
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176 Bigual Education Technology

responsible for presenting instructional matenal. In a multicultural set-
ting. content area matenal may be presented in any language. . .- -
. Drill and Practice. This mode presents the students with exercises to
reinforce a certain skill. Although typically used to provide practice
in arithmetic. in a bilingual program. this mode could be employed to
practice’ ESL vocabulary, grammar. and pronunciation.
3. Simulation. In this mode. the computer simulates a real life situation. -
In the classroom. this is most useful for the science class where actual
expenimentation may be expensive or unsafe.

- 4 Dialogue. This mode provides the students with an opportunity to
engage 1n a ““conversation’” with the computer. The computer can ask
the students questions or the student can initiate the asking. Conver-
sations can take place in any language and about any subject (provided
the computer 15 programmed to do o).

S Instructional Gaming. In this mode students can play games against
the computer or against one another. Games can be created around
anthmetic. ESL.. or any other content area. Students can compete
against time or accuracy and problems can be posed in any language. -

6 Testing. This mode can provide students with almost any sort of test. <
from multiple choice to essay. In a bilingual program. a computer may
be used to translate a test that the rest of the class is taking or to
administer 4 dominance test 1n reading. Students may also write com-
positions on the computer. which can be graded by the teacher.

. 7 M.nagement Here. the computer assumes the tasks of diagnosing.
assigning. routing through a curniculum, progress evaluation. and re-
cord keeping  This 18 particularly useful for those bilingual programs
that don’t have enough students of a simlar language background to
warrant a separate classroom. The students can be tested in their own
language on the computer and can keep up with their content courses

- on the computer (in their native language! « hile also attending classes
in English with the others ’

9

O

v

Benepits of C AL to Bilineual Educ ation

T'here are numerons advantages to incorporating a CAI component into
a hihngual education program These advantages dffect students. teachers.
and rescarchers <
One of the most noted benchts 18 the computer’s ability to motivate stu-
dents. Crandall (1976) examuned the role of CAl in the education of ethnic
minonties and found that standardized test scores soared when Mexican
Amenican. Black Amencan and American Indian children used a computer
for dnll and practice for only fifteen minutes a day He attributed this phe-
nomenon to the concept of locus of control. Crandall states that children
coming from a hentage of poverty are evternally controlled 1n that they
. believe that what happens to them is the result of destiny. ¢lance, the power
of others or God These children would not then see relationship between
their efforts and their achievements and would. therefore. not vee much use
in orienting themselves towar Is success The computer provided these chil-
dren with an opportunity to see the cause-effect relotionship between trying
and achieving. because the interaction between the children and the ter-
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%

minal was direct and because the computer provided the children with im-
.mediate feedback. . A

Another importan( benefit of CAl for students is its individualizing ca-
pabilities. Students learning “on-hine™” can work at their own pace. at dif-
ferent levels. on different assignments. and in different languages. This 1s
especially beneficial to bilingual programs serving migrant students, who
typically enter a program with varying levels of content area knowledge.
reading ability. and proficiency i English.

Othier benefits to students inclnde providing them with private feedback
to their responses so that they are not embarrassed or humihated by making
errors in front of others. and by providing them with impartial feedback. as
the computer kas no value system of it+, own. Unlike a textbook. acomputer
in the drill and practice mode can provide students with different sorts of.
responses based on the degree of correctness or the nature of the wrongness
of their answers

Computer benefits to teachers are also numerous. with the most obvious
being its efficient. accurate. and speedy ability 1o manage and record stu-
dent progress. In addition.-computers make maximum use of instructiohal
time. as the student 1s constantly interacting with the computer. while in a
traditional classroom gituation. the student is active only when called upon
by the teacher. Marty (1975) notes that this efficient use of instrugtional
tme is especialfy advafitageous to the second language teacher as the com-
puter can take over the sometimes weariseme task of second language drill
and practice. Iczm‘ the teacher free to help the students develop free
CXPression.

Finally, Stolurow (1973) pointed out that CAl also has benefits to re-
searchers. as 1t provides an excellent experimental setting for r.search
learning because of its abihity to collect detailed records of student
performance '

GUIDELINES FOR ESTABLISHING AND MANAGING A
COMPUTER-ASSISTED BILINGUAL INSTRUCTION SITE

An important question posed by Stansfield (1973)  whether to use com-
puters to bring instruction “'to a pont of scientific efficiency that borders
on branwashing”™ or whether to use them for “the emancipation of the
students’s mind.” The obvious answer. and Stansfield agrees. 1s that in a
total learming environment. students should be exposed to rigid and struc-
tured learming activities as well as opportunities for more creative endeav-
ws The computer can be utihized to do both and teachers. curriculum
uevclopers. and admimistrators should be conscious of this when planning
o CAl site. :

Avsevsnge Needs and I)vlmugr Objectves for a Computer-Asss ted
Bdmgual Instruc tion Site

the process for identifying needs in a computer-assisted bilingual edu-
cation project 1s essentially the same as the process employed in dentifying
needs m anv bilingual education program  This would include consuiting
with parents. politically 1influential individuals and groups. teachers. aca-

-
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demic speciahists. professional experts. community agencies. “hard™ de-
mographic. educational. and scientific studies. and test scpres.
Areas of particular concern n a bilingual ‘program include:

1. Language Needs
A. First or dominant languqge
! listening comprehension
2. oral production -
3. reading comprehension
4. composition :
B. English
1. fistening comprehension
2. oral production
3 reading cotnprchension
4. composition ’
2. Conient Area Needs.
A. Math- -
B. Science
C Social Studies
D Fine Arts -
F. Physical Education
3 Affective Needs : )
A. Se!f-concept
B. Attitude towards first language
C. Attitude towards first culture
D. Attitude towards second language
E Atttude towards second culture

It would also be quite useful to include a description of the wociopolitical
climate 1n which these needs lay. The most important point to remember.
however. 15 to fit the computer to the needs. not to fit the needs to the
computer.

Again. establishing objecuves for a computer-assisted bilingual education
progect will be hike establishing objectives for any bilingual education pro-
gram. with the inclusiop of a few additional considerations. For example.

one might use’the following criteria for establishing objectives for a regular

bnlmguul program.

. Do the objectives identny learning outcomes?
’ Are they consistent with the needs (language. content area. and ffect)?
3. Are they precise. achievable. beneficial. politically appropriate. and
mcusurublc"

When incorporating .« CAl u)mpomm the following additional questions
should be convdered.

1. Why 1s CAl being mplémcntcd”

. 1n what domains 15 CAl to show an advantage (ime. costs. student

performance. attitude and motivation. management. or research)?

1. How will the computer be used to best help the teacher and the stu-
dents (testing. teaching. reviewing. drilling. remedial lcuchmg for math.
for ESL.. etc.)?

4 Which students. (how many. and for what length of ume) would most
benefit from CA]’ .

to
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5. Will the CAI progect satisfy a single purpose (fulfilling the bilingual |
program’s specific commitments) or several purposes (fulfiling needs
for several programs, the entire school or district)?

6. Will the program's products (lessons, computer programs, curricula,
and handbooks) be disseminated ?

- Acqurmyg Eqapment

\\ Obviously, the biggest ohstacle to acquiring computer hardware is fund-
ing. Denms (1978: 14) presents some creative remedies to this problem by
offering the following suggestions.

<

I Rent a terminal and talk a nearby umiversitv into the use of their
computer.
2 Renta terminal and talk a bank or other business nto donating access
to their computer. .
“ 3. The ichool administration already uses computers for their work and
you talk them into sharing the resource with instruction.
4. A teacher agrees to write some administrative programs for the school
or district if they will get the computers for both uses.
lalk a local business or benefactor into donating a small computer
system in exchange for doing some computing jobs for the donor.
, 6 Talk the administration into buying a small computer in kit form. The
) students do the assembly and save considerable nionev, in addition to
having a great learning experence.
7. Work in a ““fairy land™ school 1n which your administrator walks 1n
onc day and “"hands you'" an instructional computer.

Friedenberg (1981) suggests that bilingual program staff propose sharing
computer equipment with other programs., such as gifted programs In ad-
dition she provides a list 0f possible funding sources for purchasing or leas- »
ing computer equipment. These include local school funds, ESEA Title VII*
funds (1f & CAl component was included in the proposai). state bilingual
funds. ESEA Tutle 1V-B funds for Iibrary and audiovisual equipment, shar-
ing with other programs (ESEA Title I. ESAA Title VII. or state/federally-
funded gifted programs). and contributions from the PTA.

After the funding arrangements have been determined. one or a few in-
dividuals should be in charge of “researching™ computer equipment. ['he

following steps should be followed- .

I Read up. Different computers are capable of carrying out considerably
different tasks with different capacities. speeds, and prices. Secure
sume consumer-orfented htcrature about computers and try to get a .
; teel for which machines can suit your needs
2 Go 1o a computer store in your area and look at the equipment. com-
pare prices. and talk to the sales people. Do not be afrmid to ask
questions  As hittle as you may feel you know about computers. the
vendors will know even less about bilingual education. Pick up hter- .
ature sbout each mhchine you look at
¥ lake the information you have thus far ganed and once agaIn review
your nec\t and objectives  Speak with your colleagues and anyone
else whosk input could be of help to you.
4 Return 1o 'th€ computer store and speiak more seriously with the ven-

»
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180 Bulinzual Education Techaolos

dors. Explain to them exactly how you intend to use the computers
and see what they recommend. Ask them for the names of other
schools in your area that have similar equipment. Visit those schools
and find out if they are satisfied (instructionally and mechanically).
When you are ready to make a purchase. review the following check-
list to be certain you get only what you want and need
- A Memory Capacity

—in line with your present needs”

—expandable for your future needs”
. - B Input Equipment

—via cassette (slow but relatively inexpensive)

—via disk (fagter but more expensive) :

C Coursesare
—Are appropriate programs available”
- —Can | or a colleague program what we need with hittle difficulty”
—Are ready-made (appropniate) programezed cassettes/disks
available at a reasonable cost”?

‘N

D Output Equipment
—video display (CRT) . Do I need these now?
—hard copy (printer) ‘({an I add these 1in the tuture? —_
‘ —audio device (voice synthesicer ) -
E Service and Reliabilin ‘\
—warranty”

—sgrvice avalable close by?
6 Once you have the equipment. read all the accompanying hterature
carefully  Make sure that you and your colleagues understand how to
use the equipment betore you begin showing the students.

[ 3
Acqunmignd Devdloping Coursenare
/

Unfortunately. due to the somew hat lackluster response given to CAIl by
primary ind secondary schools. there has been insufficient commercial de-
velopment of computerized lessoms, or courseware Those schools that have .
1esponded to CAI enthusiastically have had to rely on whatever courseware
s commeraally avallable, borrowing coursewdare from other districts.
adapting programs from commercially-:valable hooks. and developing ther
own oursewdre from scratch. /
Developing computer courseware from scratch has the benefit of provid- Y
ing students with programs specifically geared for their particular curricu-
L. out has the disadvantage of requinng much time. cost. and planning
One wellantentioned teacher, for example took great care in selecting ap-
propitate coraputer hardware and in wriung several innovative anthmetic
' games for s pnmary school students. Each lesson began with a rather
thorough explanation of how to use a computer terminal. followed by an
anthmetic quiz Thas, students were reantroduced to computer termina!
use and re-quizzed each ame they began a new lesson  In addition. his
lessons did not it together into a well-planned curniculum or “package.™
This Jearly illustrates the need for careful curnculnn planmng before les-
son der elopment pegins.
Since courseware design 1s timic consuming. costly. and requires expertise
i both educational matenals development ae | computer programimng. the

’
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most efficient way 1n which to develop computerized lessons would be to
train teachers to develop the lessons and have high school students (vol-
unteers from a computer club or hourly-piuid) program them

Teachers should be aware of the following principles when designing com-
puter courseware.

1. Like the planning of any lesson, computenized lessons should include
4 measurable objective. entering prereqtusites. and a means in which
to evaluate whether the objective has been attamed.

2 Students should be able to control their own path through a lesson.
This can be accomplished by providing a lesson naex to which stu-
dents have access at any time or by providing them with a series of
options after each lessen or section, such as:

What will you do”

A. vontinue to the next lesson

B go through this lesson once again
C return to the previous lesson

i D. take the quiz on this lesson .

©

Fricdeaberg (1979) provides several suggestions tor the development of
CAI courseware for children They are as follow s

I Make sure the lesson content follows & logical sequence
—present easy before hard
—regular before irregular
—general petore exception
~—a before b. 1 betore 2. tirst betore second
=-Mmane sure part 2 drill doesn’t contain content trom part 3
2 Muhke formats consistent The following format 18 suggested
—tule and or example
—=short dnil (5 1tems)
— tule and or example
— short dnll (5 items)
—mstructionil ¢ ime examining all rules presented i the lesson
It a lesson has one part for second graders and one part for fifth
graders. put a game at the end of each part so that the sccond graders
do not have to attempt fifth grade materal 1o get 1o a game
3 Make  re dispiavs are attractive to the eye
—mdahe them balanced-looking
—mdhe them centered
—make sure there 15 plenty ot spacing
—where too much space edsts. make words or figures larger
4 Don t present too much wnting at one time It discourages the user
trom reading 1t Ity these
—user presses a certain hey atter cach sentence to hring on the next
sentence
—divide nto logical groups and block i or trame each group
—wite inside ar dlustration
—mahe instructions read ke comices

ERIC 185
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5. Avoud using weapons (guns. tanks. and bombs) excessively. Try rock-
ets. spaceships. animals. and sports activities.

6. Gave lots of reward for correct work. Try to avoild rewairds that are
too repetitious or corny.

7. While doing drills. students like to see how much they have accom-
plished and how much more they have to do.

—use tool of measurement (thermometer. rising rocket. emptying
hourglass) as the student is doing a dnill.

—in matching dnills. cross out items as they are correctly answered.

—during short drills. present tems one at a time. but leave an-
swered ifems on.

8 Try to make games competitive (e.g.. bv speed or number correct).
Students may compete against each otner or against the computer

9. Use graphics and animate as much as possible. Use various sizes and
types of wrniting. For children. usually the larger the wnting. the
better.

10. Punctuate. spell. and capitahize as a textbookh would. If a student
answers a dnll correctly but forgets to punctuate. tell the user to
correct the punctuation. but do not reyect the response.

11 Avoid sex biases 1 your lessons.

Managing. Supery sing and Evaluating

CAl projects must be carefully managed. supervised. and evaluated.
Francis (1977) dentifies several issues that a CAI site manager superviser
would most likely have to address. They include:

1 To what extent will recreational uses be permitted”

2 Who will be given priority to use the compater(s) and for how long?

3 How can teachers and programmers be rewarded (non-monitanily) for
exemplary work”

4 Which teachers will be selected (asked ’) to write lessons?

S 15 the computer-assisted bilingual education project achieving the ob-
sectives set out in the planming stages of the program?

The final 1ssue can be best addressed by carrying out a program evalua-
twon Although techmcally the evaluation would only be responsible for
determiming whether or not the pre-established program objectives were
attained (allowing for any evaluation mode! that considers objectives). Fran-
cis (1977) points out that. “one simply cannat avoid a comparative evalu-
ation.” That 1s. since the use of computers in educational programs (especially
bilingual programs) 1s still relatively rare. colleagues. parents. administra-
tors. and funding sources will most likely wan. to know whether the effort
{and expense) was worthw hile. Thus. no matter how unstructured. an at-
tempt must be made to compare “on-hne” and “off-hne™ learner
performance.

COMPUTER-ASSISTED BILINGUAL EDUCATION PROGRAMS
IN EXISTENCE

In the past. educational institt:tions implementing computer-assisted in-
struction have mainly ¢xisted at the unnersity level. Public schools have
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been a bit slower to catch on., with elementary schools being the slowest.
Those pnmary and secondary schools that have implemented CAl. have
done <o with the philosophy that computers are to be used mainly for the
cxceptionally talented. to teach computer programming skills. A few public
~chools hive ventured to provide remediil help in math skills and a very
few hinve gone so far as 1o provide practice in a range of skills (o students
in special education and bilingual education programs.

This section will describe four computer-assisted bilingual education pro-
grims at the pnmary schogo! level

The Southw et

The Dallas Independent School District (Dallas. Texas) has been using
Radio Shiack TRS-80s. a voice synthesizer that speaks to each child by
name. and a printer o each student can get printed confirmation of her-his
progress. Therr elementary curriculum 15 composed of a math component
and a Spamsh English reading and language comprehension component.
The program is a transitional one in that the children learn on the computer
in Spanish while they learn English in class. Once English has been mas-
tered. the student continues the computerized nstruction in English. The
program is intended to supplement the teachers efforts. and most sessions
last onli. about ten minutes. Teachers have reported great improvements ;
the student’s scores becatse of the computers.

Tne Mudu st

The Danville Public School District (Danville. Hhinos) began implement-

its computer-issisted hilingual education program wiih the PLATO Sys-

w1t a sophistictey 1 me-sharing computer system connected to ths

‘niversity of Hhinors by phone lines. Unlike home Or micro-computers.

- LLATO offered creative and detailed graphics. ammation. a touch panel for

those too young to type. and iccess (o any of thousands of computerized
lessons developed by experts at the university.

With the assistance of a Title VII Basic Bilingual Grant. the Danville
P gram was able to lcase four computer terminals. which were placed in
the hbrary of the elementary school that housed the bilingual program. The
students. all of whom where Mexican American. were referred to the com-
puter center on 4 remedial busis. With the permission of the University of
lhinois. staff from Danville*s bilingual program chose the most frequently-
used math lessons and translated them into Spamish. In addition. the staff
designed approximately fifty ESL and language arts lessons that were pro-
grammed by hourly-paid high schoul students. Because institutionalizing
the use of PLALO proved 10 be too costly. the Danville School District
recently purchased eleven microcomputers that were placed’in individual
classrooms Courseware 1s being developea in math. scienze, English lan-
guage arts. Spanish languige arts. and ESL.. Students are still referred to
the computer on a remedial basts. Future plans include developing course.
ware for the many Hmong children who have recently been entering their
schools
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The Northeast

Staff at the University of Vermont's Center for Communication Disorders
are presently developing coursewarc for mited-Enghsh-proficiency excep-
tional children. Their programs have focused on language assessment uti-
lizing an Apple 11 Plus (48k) microcomputer interfaced with a Mountain
Computer Super T.lker. Unlike many other speech synthesizers. this system
orovides speech synthesis capabilities that actually digitize a human voice.
rather than generating it. Thus. the voices of actual native speakers are
used. so the speech is natural sounding and assessment can be carried out
in any language providing one model with native competence is available.
In addition. a three-button panel was designed so that children would not
have to attempt typing. Most of their courseware 15 1n French and Hmong.
Future plans (hopes?) include establishing bilingual CAl sites in New Hamp-
shire for French-speaking children. in Maine for French. Cambodian. Lao-
tian. Thai. and Vietnamese-speaking children. i Massachusatts for
Portugucse-speaking children. in Rhode island for Hmong children. and in
Connec ticut for Spanish-speaking children.

Lima. Peru

The Amenican School of Lima has recently established a computer lab
to mtroduce programmung skills to their students. Their uardware includes
tl.ree Radiv Shack TRS-80s and two Apple 1l computers.

In recent years, the enrollment at the American School included more
and more Peruvian and other non-Amenican children. Tins has created a
need to provide classes in the teaching of Enghsh as a second language.
Modest attempts have recently begun to provide these students with ESL
courseware. At this point. the compnter-assisted ESL. 1s being implemented
on a hmited and experimental basis. All actual teaching occurs in the class-
room and the computer 1s used mainly i the drill and practice mode. Stu-
dents use the computer during their free time.

Frture Needy

Wilson and Fox (1981) claim that. ~“within ten years, microcomputers
will become at least taree times as productive as they are now at half the
cost " Despite this promising prediction, there are still critical needs lim-
iting the implementation of effective computer-assisted instruction pro-
grams. More than ten years ago. Luskin (1970) presented a list of the most
cnitical obstacles to the development of CAI They are.

avallability of individuals with appropriate competent shalls,
sufficient local funds for implementation.
sufficient funds for research and development.
attitude of faculty:
. lack of sufficient incentives to stmulate preparation of educatonal
software,
. poor docuimentztion of educational softwarc. and
7. existence of a commumications gap between cducators and represen-
tatives of industry.
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Unfortunately. the situation has not changed much since that time. Few
~chogls of education offer programs that train mdividuals 1n both course-
ware development and i programming Many school teachers still fear that
computers will either replace them or burden them Teacher education in-
stituions rarely include computer hteracy in their training programs. There
15 still a great need to develop and disseminate courseware and to research
the academic and cost effectiveness of CAL

In bilingual education. it would be particularly worthwhile to examine
not only the academic effectiveness of CAL but alvo the effects it may have
on student motnation and self-concept. More and better communication is
needed among pnmary and secondary school CAl sites and between edu-
cators and hardware software vendors. And. as 15 always the case with
bilingual education. more funds are needed for research. materials devel-
opment. aid fcr the acquisition of hardware.

Despite the n.any obstacles. bilingual educators must continue to explore
and implement innovative ways in which to educate and motivate hmited-
English-groficiency children 1In these days of austenity, we must learnoto
communicate and share with others more than ever. Teachers should not
feel inumidated by the emergence of computers. but instcad. should wel-
come them as an ard to both them and their students.
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Beverly McConnell
Individualized Bilingual Instruction. Pullman. Washingtorr

INTRODUCTION

Imagine reading a report on Pianned Variation Head Start. Follow Through.
or the First Grade Reading Studies. and finding the only information re-
ported about “he types of instruction each program represented was the
information that all the classes were conducted in English. What conclusions
would you draw from the different outcomes reported for the various
programs?

Fhis may seem absurd when talking about programs for the mains.ream
of U.S. children who are native speakers of English. Educators and the
general public find it easy to recognize that there are important differences
between educational programs serving the English-speaking majority. How-
ever, there seems to be a tendency to lump together all bilingual education
programs serving the non-English-speaking child It is often reported that
bilingual education *"works™ or “'does not work’ ased on a single dimen-
sion of the programs being used as the basis of t: - claim: the fact that two
languages were used as the medium of instruction.

This forum on the ““technology™ of bilingual education seems like an
appropriate place to discuss the fact that there is undoubtedly as much
diversity among bilingual education programs as there 1s among classrooms
in which only Enghsh is used. By paying more attention to the details of
this diversity. it is hoped that this paper will help move the discussion past
the beachhead question of whether bilingual education “works . to higher
ground where the relevant question is **What program elements will make
bilingual education work better?"”

The Individualized Bilingual Instruction (1BI) program discussed in this
paper represents a bilingual education progran: that has been judged “*suc-
cessful’". It has been nationally validated by the U.S. Department of Edu-
cation and listed in their directory of Educational Programs That Work !

As detailed later. the IBI program has demonstrated with several groups
of Spanish-speaking children served over the past ten years, that with three
or more years attendance in the bilingual program, children’s test scores in
English can be brought up to a level nearly equal to their Spanish. At the
same time the bilingual program strengthens their primary language skills
so that they demonstrate significantly higher vocabulary and reading skills
in Spanish than a comparison group of comparable linguistic background.
And on the average. after three years of attendance. Spanish-dominant chil-

’

*Copynght 1 1981 Beverly McConnell.
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dren in the IBI program have been able to score at or above national norms
in both arithmetic and English reading tests.

This paper will provide information on the “technology™" of the IBI pro-
gram: the type of curriculum selected and how and why thé staff was se-
lected and trained. as well as information on teaching methods and classroom
orgamzation. This discussion will include instructional elements that relate
particularly to the bilingual bicultural needs of the children served. but it
will also include discussion of many more general nstructional techniques
that the IBI program adapted from other successful educational programs.
many of which are not bilingual.

As more case studies of successful. or for that matter unsuccessful. bi-
lingual programs find their way into the literature. it mav be possible to
identify common elements that will improve program effectiveness. The use
of dual languages for instruction will remain as the core requirement of
programs for non-Enghsh-speaking children. since bilingual education is
predicated on the axior1 that children need to be able to understand the
language of instruction if they are to learn from it. However. when this
principle has been sufficiently accepted to allow us to direct our attention
to other program elements that produce effective learning. the technology
of bilingual education will take a great leap forward

HISTORY OF THE IBI PROGRAM

Ten years ago the Office of Bilingual Education requested educational

agencies to develop a program model that would umiquely meet the needs
of the children of Spanish-speaking migrant farm workers. Migrant families
who moved between Texas and Washington State brought together educa-
tors from these two states. ar.d a unique program proposal was developed
that goes by the name of IBI. or Individualized Bilingual Instruction. It
involved setting up parallel programs in both Washington and Texas. plus
a mobile component in which teachers moved with children leaving Texas
in the migrant stream and served them at temporary sites as they moved
north and back to Texas again. This mobile component eventually served
children moving to Illinois. Oregon and Idaho as well as to Washington
State. .
The central feature of the program model 15 that the primary teaching
staff employed are bilingual adults recruited from migrant families. This
was to facilitate the “mobile component.” which was designed to see if
some greater continuity could be achieved in the schooling of children who
move several times a year by utilizing someone who moves with them in the
same family or group of families. to be their teacher for part of the day.
This bilingual adult teacher guides the children through a prepared bilingual
curriculum that supplements whatever educational program the local schools
offer. which ir many cases—particularly in northern states—is not taught
by bilingual teachers. The program sites in Washington State and in Texas
that do not move also use the migrant adult teachers. as it was decided to
develop only one program model.

The IBI program 1s now in its tenth year of program operation and has
served. over the years. about 1.000 children. It has been both a demonstra-
ton and a research program  As such. it has kept track of the children’s
progress over a peniod of years. following a consistent data collection plan.

19y
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IBI is theféfore one ef the few bilingual education programs in the U.S.

. now producing longitudina\evidence of program cffectiveness.

HOW THE 1BI CURRICULUM AND TRAINING MODEL
EVOLVF?)

In developing the IBI program model. its staff looked at other educational
programs that hzd used a paraprofessionai level of staff to see if these
programs had been effective. and if their experience would suggest guide- X
lines on the type of curriculum and trajnjng that would be needed for mi-
grant adult teachers.

One such program is known as PSI. or personalized system of in'struction.
which has spawned many similar efforts over the decade of educational
experimentation since it was first described to the public by Keller in his
now classic paper. “Goodbye. Teacher . . . .”" (Keller. 1968). The PSI pro-
gram was first implemented in Brazil. at the college level. As a visiting
professor from the United States. Keller was teaching in English. Although
the students kne'v some English. he found that they did not do well in a
large class situation conducted entirely in their second lagfuage. He there-
fore developed written course matenials to replace the lectures. and he set
up a “personalized system of instruction (PSI)"". This system involved hir-
ing tutors who could speak Portuguese to meet with students individually
on a regular basis. These tutors guided the students through the course
materials. providing explanations and feedback on the lessons. and checking
the mastery of tests that were used to decide when the student showed
sufficient mastery of the materials to move on to the next unit.

In the past decade. thousands of teachers have offered courses fcowing
the PSI model. at the elementary. secondary and college level. In general.
most educators have not used 1t primarily as a means of overcoming a
language barrier. as had been the case in Brazil. They thought of it as a
means of increasing student mastery over what was being achieved through
large group instruction. At the elementary and secondary school level it
was seen as a form of mastery teaching as advocated by Benjamin Bloom
in his influential article. "*Learning for Mastery™ (Bloom. 1968).

Whatever the reasons for using the method. there were many research
studies indicating it was effective for improving student learning not only
at the time the class was being taken but in follow-up studies to measure
retention of learning at a later date (Kulik. Kulik and Cohen. 1979). It
seemed to have particular relevance for IBI and other bilingual programs
because it provided an instructional system that could utilize a readily avail-
able teaching resource—adults (or even older students) from the same eth-
nic and language group as the children to be served. And these teachers
could be effective even if they had a limited educationa! background.

KEY ELEMENTS IN THE 1BI PROGRAM
Use of Paraprofessional Teachers

Staff developing the IB] program used many of the key elements of PSI
to design a program to meet the needs of Spanish-speaking monolingual and
bilingual children from age three to third grade. The primary feature adapted

n
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to the 1Bl program was. of course, the use of the paraprofessional teachers
to guide’ children through a prepared curriculum, providing individual ex-
rlanaton and feedback, although usually within a small group settipg. Ip
the IBI program. the use of bilingual paraprofessional teachers from the
same ethnic background as the children served the additional purpose of
lessening cultural shock as children entered a school environment. Through
their comimon language background these teachers could also provide enough
explanation to be sure the children understood what they were learning
even when lesson materials required use of the less familiar second lan-
guage. English. )

IBI hires a core of professional teachers. each of whom supervises from
six to ten paraprofessional teachers who in turn work with from 60 to 100
or more children. The number of children se-ved depends somewhat on the
age: fewer preschool children can be served per staff member than school
age children.

In the IBI program the bilingual paraprofessional teachers are recruited
from the same families or group of families as the children served. They
are screened by a local committee made up of parents and the supervisory
staff at the local site. and are hired based on the recommendation of this
screening committee. :

Priority in hiring is given to applicants who have completed high school
or have their GED (equivalent of a high school diploma based on testing).
However, about a third of the IBI teachers have less than a high school!
education when first hired and obtain their GED later as a condition for
their continued employment. All are bilingual.

The training of paraprofessional teachers used in the IBI prog.am is based
on the promise that imitation is the*fastest route to understanding. The
professional staff demonstrates the teaching skills. both by role playing and
by stepping in and taking over instruction of an individual child or small
group with the teacher watching. Each training unit concerns a particular
set of teaching skills. and after the expldnation and demonstration. the
trainer. observes the teachers as they are teaching and records examples of
their use of each of the required teaching skills. They later g0 over these
observations with the paraprofessional teacher. At least two observations
are done for each training unit. and then a checklist is completed with
criteria as to how many of the teaching skills the teacher must be able to
**demonstrate consistently’” in order to pass the training unit. Follow-up
vbservations are also done to check the key behaviors teachers are sup-
posed to be using and to see if these are being maintained some months
after the rmitial traming.

Use of Structured. Sequential Curniculum

The second key clement of the PSI model adopted by the IBI program
1s the development or selection of structured. sequential curriculum mate-
rials for every subject area Yaught. These areas include oral Spanish and
English. reading in Spanish and in English. and math and handwriting.

Phonetically based. programmed reading materials are used in both Span-
ish and English; the oral language materials in Spanish and English are also
very carefully programmed with constant repetition and review so that chil-
dren retain new vocabulary and structures through continued usage. In

20
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most cases the curnculum track extends from the preschool level to third
grade but is otherwise ungraded There are placement tests to help establish
where a student should begin in the lessors. Inwa review paper such as this,
only the basic characteristics of thé curnculum can be described: specific

dentification and description of the curriculum matenals used for each sub- ’

Ject area are -available from other sources (McConnell. 1981) .

e
-

Use of Masters Learning Prinaples

The third charactenistic of PSI used n the 1Bl program is that all lesson
matenals are mastery onented There 15 a criterion of successful perfor-
mance for every .mall step in eachgurriculum track. This makes 1t clear to
even an mexpenemed teacher when the child is ready to move on. and
whe . further review 15 needed. In most cases the curriculum materials

selected by IBI already had penodic tests or comprehension questions built -

in. In some. however. mastery tests were devised by the 1Bl staff and
inserted into the curnculum.

Teachers record child progress in each curriculum area taught each day.
and a weekly summary is reviewed by the profcssional staff and subse-
quently mailed tor the program evaluation office. Problems n individual
progress are therefore called to the attention of the professioral staff who
can assist the teacher If the child has not mastered whatever 1s involved
on first presentation. the professional can devise alternate ma.enals to use
for remediation and review. The professional staff 1« therefore ulimately
responsible for child progress. but the immediate teaching role 1s by the
paraprofessional teachers

Indnidualized Instruction

A fourth key element for PS] programs and for IBI 1s that the materials
lend themselves to individuahzation so children can move through them at
their own pace In IBI. once the child 1s able to work in practice sheets.
workbooks. and programmed reading matenals. the program i1s completely
self-paced. A group of children are assigned to a paraprofessional teacher
and they will work aide hy side. usually at a large table. with the teacher
moving from one to the n2xt providing individual assistance. checking work
and assigning new lessons. No two children in the group are likely to be
working at the same place in the materials. Frequently groups will represent
a cross-age grouping. The traimng given IBI teachers includes the kil of
keeping a group of children on task doing independent work. while provid-
ing assistance to individual children.

It was more difficult for 1B to individualize the pre-reading and the oral
language curricula because the teaching of these subjects depends on oral
instruction and response. Time constraints made 1t impractical to provide
this oral instruction one-to-one so these subjects are taught to children in
a small group gathered around the teacher in a semui-cncle. To assure that
each individual child within the group 1s understanding the lessons. the
techmques of “direct instruction™ are used. This means that the teacher
provides a response signal and children learn to respond together at that
signal In this way the teacher can tell if each individual child is able to
provide the response—not just the most vocal and outgoing. or the child

-
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, Most comfortable with the language of instruction for that lesson period.
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The teacher also frequently asks individual children to respond rather than
the group in order to make sure that each child understands the lesson.

The teachets also use some other techniques to let children progress at
their own pace in subject areas that must be group taught. If only part of
the group passes a mastery test in the reading primer. for example. the
teacher will go on to new material for part of the lesson period. confining
questions\to check individual child mastery to the children ready to work
in this new: section. The whole group is then taken back to review the
previnus section. and during this review the individual questions are di-
rected to the children who are working at this level. Individualization is also
achieved by having a number of groups. and by regrouping children if some
are moving tkrough the materials miore quickly than others. The professional
staff 15 responsible forhelp with regrouping.

Posutie Reinforcement

1]

The fifth important element in both PSI and 1B] tcaching methods is the
reinforcement of Jearning providcd by the individual contact. The training
given 1BI teachers shows them many techniques for pacing children's work
so there will be many contacts with each child during any one lesson period.

. The IBI training also places emphasis on how to give encouragement. create
interest and incentive. praise effort and attention as well as accomplish-
ment. etc. The very patient and encouraging relationship that exists between
IBI teachers and the chiluren is the program feature that visitors, especially

parents. comment on most frequently.

PROGIiAM ELEMENTS RELATING TO SPECIFIC ISSUES IN
BILINGUAL EDUCATION -

Ethnicity and Language Use by Staff

-

As mentioned before. all of the paraprofessional teachers in the 1Bl pro-
gram represent the same ethnic group as the children served. and all are
bilingual. There is an unusual degree of ‘parental participation i, the 1Bl
program: one aspect of this js that representatives of the parent group.
together with local administrators. actually select all teachers that are hired.
The local screening committee uses mnformal means to decide whether ap-
plicants kaow enough English and Spanish to teach in the program. For
example. the teacher applicants may be asked to respond to questions or
to read in both languages. or they may be asked 10 translate something from
one language to the other. The type of Spanish and English used by teachers
reflects that used in the community.

A frequently raised issue 1n bilingual education is how important it is that
teachers be good speech models for the children. In this case the choice
was dictated by necescity: 1t would not Have been possible to staff the
program with adults from the migrant population and at the same time obtain
terchers who would be able to be a speech model. in either”Spanish or
English. that was substantially better than. or at least different from. the
speech the children ordinarily hear. On the other hand. the 1Bl program
hias not created what Gonzales (1977) refers to as a “third language ™ prob-
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i
lem for the children. By this Gonzales means that the attempt in some

. programs :o provide “standard” Spanish or English confuses the children

and requires them to learn a “third language™, which 15 a “prestige” form
of the local dialect.

‘The importance of having teachers’ whu represent the same ethnic back-
grounds as the children served by bilingual programs 1s another much dis-
cussed issue. Proponents have argued for the benefits of rapport and the
motivation that is associated with role models of the same ethnic group
(Gudschinsky. 1971, Modiano. 1975). The other side of the ssue has been
found in some research that noted that teachers from a minority ethnic
group had often changed social classes in the course of qualifying to teach.
and that the barrier set up by social class differences made some munority
teachers have relatively little rapport with the minority students they were
teaching (Paulston. 1977)

Since the IBI teachers were recruited from the same families as the chil-
dren served by the program. they do not represent a different social class.
In addition, they have all of the advantages that may stem from having a
common language and cultural background as the children In addition. as
mugrants or ex-migrants. the IBI teachers have a sympathetic understanding
of the problems of acquiring an education when schooling must be disrupted
by frequent moves. and this may help them to be both patient and encour-
aging with the children they teach, as well as very intent that the children
succeed 1n overcoming the odds 1n acquining an education.

’ -

Pattern of Laneuage Usage

Another much discussed area within bilingual education concerns whether
the languages should be used “"together™. i.e.. by the «ame teachers. some-
times switching from one language to another within a teact.ing period: or
whether they should be kept “"separate . either through having certain staff
who use only one language or the other. or by having time blocks within
the day when orfily one language is used. .

One of the arguments in favor of separation of languages centers on the
prevention of confusion or mixture of languages. which may result in chil-
dren not learning either language adequately. Another argument in favor of
separate time blocks for language use is that this system provides the in-
centive to learn both languages to the level of communicative competence.
It 1 presumed that the time block approach will enable the student to learn
the concepts they need acadernically in their primary fanguage. but will also
force them to practice with the language in which they are less fluent at
other times in their daily schedule.

There are arguments on the other side of this 1ssue as well (Mackey. 1972;
Jacobson. 1981). Some of these arguments are that if a child does not under-
stand something. the longer he or she has to wait for clanfication in the
other language. the less beneficial it wili be. The child may have forgotten
the question by the time the answer is provided. This occurs when time
blocks are rigidly adhered to for language usage. Mackey argues that *hen
children with different language backgrounds are found in the same group.
it 15 much easier to keep the whole group attentive and learning if the
teacher can switch lgnguages when he or she senses children from the

_ “other " language preference are tuning out. Other arguments are that it is
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costly to'provide a separat:- staff for each language. and that it reduces the
number . " subjects th:: can be taught and increases boredom when essen-
tially the same lessons are routinely repeated in the other language.

Because much of the teachei-zhild interaction in the IBI program is on
a one-to-one basis. the conimunicative pattern that seemed most workable
resembles that between parent and child in a bilingual home. Teachers
switch from one language to the other as necessary to try to achieve under-
standing and communication with a particular child. Working with a group
of children, the teacher may frequently change languages from one child to
the aext depending on each child's competency in the two langauges.

The exception to this is that teachers are trained 1o use mainly English
tor instructions, modeling, asking comprehension questions and praise when
they are teaching English reading or oral English, and converseiy use mainly
Spamish while teaching oral Spanish or Spanish reading. If they ask a ques-
tion and get no response, they may rephrase the question into the other
language in order to find out if the child doesn't know the answer or just
dicn’t understand what was being asked. Children frequently ask what cer-
tain words m'ejl:l. and teachers translate.

The IBI program is a very “language intensive™ program in that the
individual co..tact requires that every child must respond repeatedly to ques-
tions directed only to him or her. unlike a group teaching si -ation in which
the more vocal children may do all the talking. Because ot the curriculum
content in both languages. the child must use both languages to some extent
In order to re:pond. and these must be communicative responses that go
beyond single wourds. Initially teachers may have to model responses in the
secord language. which the child repeats. but they become more competent
in formulating their own respcnses with time.

The Language in Which Reading Instruction 1 Started

Whether reading instruction should be started in the child’s first or second
language 1s an 1ssue that has been the basis of more theoretical discussion
and research than perhaps any other in bilingual education. The theoretical
arguments advanced are almost all in favor of the logic of staruing reading
in the language most famliar to the child. The empirical evidence. however.
15 very mixed as to which method s faster in advancing the reading skills
of the child. or which leads to greater comprehension particularly of the
second language (Engle. 1975).

Eventually the IBI progrem may provide some useful comp “ive evi-
dence on this isse, in that until 1980. all children «tarted reading mstruction
in English. their second language. for reasons that will be explained later.
However, beginming in 1980, with the consent of the parents. most of the
new enrollees at one site were switched to imual reading instruction in
Spanish. The progress they make in both Spanish and English reading over
time will be compared to the accumulated test results for children with
whom the imitial reading instruction has been in Enghsh. Nothing will have
changed except the order of iitial reading struction (i.e.. the same cur-
riculum matenals used. number*and competency of staffing. time devoted
to reading as a subject. and the same home background in terms of linguistic
competency of the children and family support-for language developm:nt
and reading skills). All of these are factors that have not been adequately
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controlled 1n many of the previous comparative bilingual reading research
studies.

The historical reason why IBI started reading in English 1s that when
reading was added to the 1Bl curnculum. the project staff was unhappy
with available commercial curnculum matenals that might be used to pro-
vite beginming reading skills leading ito the programmed Spanish reading
curriculum that had been selected. The project felt it needed to develop its
own pnmer for Spanish reading and it took time to develop and field test
these curnculum matenials. In the meantime. the English reading curricu-
lum was started since the curriculum matenals were readily available.

Once the IBI staff had the beginning Spanish reading curnc-tlum devel-
oped. the proposal was made to the parents that the sequence of reading
instruction should be changed In general. the parents were not in favor of
this Their position seemed to be basically. ““if something 1s working. why
change 1t Parents of Texas children who moved north to school in which
children had been learming to read only in English from the beginning of
first grade were pleased that their children. who had received the IBI pre-
school reading program in English. seemed to be able to keep up. They
were further reassured by the fact that when Spanish reading was intro-
duced. the childrer. had already learned basic reading skills and therefore
they were able io fearn Spanish reading very quickly. In very httle time
they acquired significantly better reading <kills in Spanish than the com-
parison children who started reading 1n Spanish and Enghsh at the same
time n the Texas school system.

When the 1Bl program apphied for funding as a demonstration project in
1980. this 1sste was again discussed with parents At that time the value of
comparing the reading approaches was discussed and most of the parents
agreed to trying the other approach. which would ntroduce Spamsh read-
ing first. as part of the demonstration

HOW EFFECTIVE IS THE IBI PROGRAM?
The Study Sample

Of the children served in the 1B1 program since 1971, S0 percent entered
the program as monolingual Spanish speakers. This high percentage of chil-
dren who knew no Englsh 1s due to such factors as having one site on the
‘lexas border with Mexico. and the relatively high number of recent immi-
grants-among migrant children even in Washington state. An additional 28
pcrcent were domnant in 5pa ush but had some knowledge of English. For
the purpuse of the longitudinal study of progrz « outcomes, only these
children. whose primary language was Spamish, have been included in the
study sample. [t was presumed that the effectiveness of the program with
these children from non-Enghsh-speaking homes would be of the greatest
interest since they ore presumably the group that is the greatest concern to
school districts implementing bilingual education programs. Of the children
in the sample. over 98 percent have one or both parents who are Mexican
o Mexican Amernican.

The project has used the Wide Range Achievement Test since 1974 as a
measure of anthmetic skills and English reading. so the longitudinal study
includes all tests of children age five to mine who were tested during the

20y
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years 1974 thror~% 1979 (1.020 tests). It also included the Spamish and
English vocabulary tests for these same children. covering the same time
period. The program did not have Spanish reading data for the same time
period. sc the results reported in the paper are those taken from the 1980
program year evaluation

The Study Design

Because the IBI program serves migrant children who move in and out
of the area. attendance 1s quite irregular. Only about 20 percent of the
childron in the total program are involved in the mobile component in which
the teachers follow the children to set up services in another state. This
results in a somewhat longer period of attendance each year for these chil-
dren. but even this is full of interruptions because of the time lapse in
moving the program and setting up at a new site. and the fact that families
move ut different times. The average length of attendance of children at one
location within a calendar year 1s about five months.

Under these circumstances. the usual evaluation pattern of doing testing
all at one time in the fall or the spring would have missed many children
and resulted in testing children whose period of attendance prior to the test
date had been vastly different. To overcome this difficulty. attendance is
kept individually for each child If the child attends the program for sixty-
seven days and is then gone for nine months and comes back. the first day
back becomes day sixty-eight. Children are then individually post tested
after each interval of 100 days of actual attendance.

For puipose of analysis. the grouping of child tests based on years of
enrollment in the program would also have been very misleading because
of the uneven and shortened penod of attendance within each school year.
Therefore. attendance groupings were made to correspond to the equivalent
of the normal public school 180-day school year. Thus. the children’s tests
after 100 days of attendance are reported as “one-half year™ since these
tests would be the closest to 90 days. which represents half a school year.
Other tests were assigned to the nearest school year equivalent of the at-
tendance at the tume of testing. It was possible to carry out the analysis for
obe. two and three years. There were not enough children with the atten-
dance equivalent of four school years or more to carry the analysis beyond
three years. so for this study the three year category means three or more
years attendance.

Standard scorcs were used so tests could be combined across age levels,
and analysis of vanance was then carnied out between groups representing
differing periods of attendance n the 1Bl program Spanish-reading IBI
children were compared to children of like grade level n a neighboring
school and a t-test was used to measure the significance of difference. When
significance 15 reported. it means significant beyond the .05 level of prob-
ability. Analysis of test data 1n greater detail than could be reported in this
paper 1s available from other sources (McConnell. 1980, 1981)

Findings  Artthmene

lest scores from the math subtest of the Wide Range Achievement Test
are found i kgure 1 Without the bihngual individuahzed curriculum.
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MATH SCORES
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FIGURE | Mean standard scores in math on the Wide Range Achiesement
Test by peniod of attendanc e in indinaduabized Bilingual Instcuction
progam

Spanish-speaking migrzit children across grade levels had an average stan-
dard score of eighty-four. which corresponds to the fourteenth percentile
by nationa! norms. Children who had been in the 1Bl program for 100 days.
or about half a school year. had an average standard score of eighty-nine.
which corresponds to the twenty-third percentile. Even after this short
penod of attendance. the supenority of the children in the IB! program over
that of the “*zero attendance’™” gioup is statistically significant. Many school
districts who have migrant children can serve the:n only four or five months.
This finding would indicate that even within this time period the individu-
alized bilinguai curriculum can produce significant academic gans.

After attending the 1B! program for the equivalent of one school year. the
average standard score in math had increased to ninty-six. which is at the
thirty-ninth percentile by national norms. After the equivalent of two school
yeass in the IBI program. children had an average standard score of 102.
at the fifty-fifth percentile. or slightly above the median score achseved by
the English-speaking children with whom this test was normad. Children in
the I1B{ program for three or more years had an average standard score in
math of 108. which corresponds to the seventieth percentile. well above
national norms.

English Reading

Figure 2 depicts the test scores achieved in Enghsh reading as measured
by the Wide Range Achievement Test. How children would have done with-
out the program 1s represented by the zero attendance group. which achieved
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a mean standard score of eighty. This corresponds to the ninth percentile
based on the national norms. which were developed with native English-
speaking children.

ENGLISH READING SCORES
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FIGURE 2 Mean standard scozes in reading on the Wide Range Achievement
Test by perod of witendance in Individualized Bilingual Insiruction

progam -

After one-half school year. the average standard score had risen to eighty-
four—still more than a standard deviation below the national norms. but
significantly higher than the children who did not have the program. After
attendance equivalent to one school year. the mean standard score had risen
10 eighty-six. corresponding to the eighteenth percentile by national norms.
After the equivalent of two school years the average score rcached ninety-
iwo. which would be witkin the low ““normal range™. and which corre-
sponds to the thirtieth percentile. After three or more years in the IBI
program the children had achieved a standard score of 100, exactly at the-
national norm of the fifieth percentile. These findings indicate that it took
three years to bring these Spanish-speaking children. initially very low in
English reading skills. up to national norms. In math the samc children
reached national norms after two years. and exceeded the norms by three
or more years in the individualized bilingual cu-riculum.

Spanish Reading

Figure 3 illustrates the findings relative to test scores in Spanish reading.
in this case compared to migrant children of comparable grade levels from
a neighboning school.
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SPANISH READING SCORES
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HOGURE ¥ Mean raw scores on Prucha de Lectura. Interamercan Series test
of Spanish reading. for comparison group and for children recen ing
Individualized Bilingual Instruction program

Since this test does not publish standard scores. the anaiysis reported in
Figure 3 uses raw scores and is separately reported for each grade level.
The analysis is not based on period of attendance in the program because
Spanish reading is not started until children have attended the program long
enough to have reached a ~ertain level in the English reading curriculum.
Therefore there are not enough children tested at less than two years at-
tendance for statistical analysis at the lower attendance categories. Many
1Bl children are reading in English at the preschool level. however. so there
are children who have started Spanish reading as early as the first grade.

It is clear from the test scores reported that children in the 1Bl program.
who have learned to read first in English. have significantly better scores in
Spanish reading than children in the comparison grouptested at a neigh-
bonng school where instruction is not individualized. and where both Span-
ish and English reading were started at the same tume.

Spanish and English Vocabulary

Figure 4 reports the effect of differeat periods of attendance in the 1Bl
program on children’s vocabulary scores in both Spanish and in English.
By showing the development in both languages in the same figure. it is
possible to see the relationship between the first and second language over
time.

This figure demonstrates that the bilingual program produces very rapid
gains in English vocabulary. By three years the children’s test scores in
English are nearly as high as their test scores in Spanish. and their Spanish
has also improved during this time.
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SPANISH AND ENGLISH
VOCABULARY SCORES
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FIGURE 3 Mean standard scores in Spanish and 1n Enghish vocabulary on the
Peabody Picture Vocabulary lest by penod of attendance 1 the
Individuahized Bilingual Instruction program

The gain 1n English is enough to be statisacally significant even after
attendance of only half a year. and it continues to improve with each ad-
dironal penod of attendance. Vocabulary scores in Spanish also make a
small increase for each period of attendance in the program. Ir. Spamish the
“Ufference in scores does not become large enough to be statistically sig-
mficant unul two years of program attendance.

The fact that both English and Spanish scores increased is a significant
tinding. MacNamara (1966) theorized that there was a “balance effect” for
children who become bilingual. which meant that as a child acquired a
sccond language there would be a lowered proficiency in the primary lan-
guage. These findings do not support this theory.

Lambert (1975) proposed a theory as to why becoming bilingual seemed
to produce different effects under different circumstances. He used the
term “additive™ bilingualism for circumstances in which the child's home
language 15 the national language. and is favorably developed by the home.
For this child. acquiring a second language would be “*additive”"—would
take nothing away from the first language. would add the second language
with accompanying benefits on scholastic achievement and possibly greater
cogmitive flexibility. and yet other advantages untapped by present research.
Children whose first language was a minority language. and whose home
circumstances did not foster good hinguistic development. were in what he
termed a situation of ““subtractive™ bilingualism—learning a second lan-
guage might take away from the first languagz if the child made a language
shift. This might lead to lowered scholastic achievement and possibly cog-
mtive defiaits as well.
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This evidence 15 therefore important to this debate. It represents a lon-
gitudinal study of children from a minority language situation who are learn-
ing & second language. English. which is the national language. They come
from a home situation that 15 not assocrated with good linguistic develop-
ment. This represents the situation of ““sub.ractive” bilingualism 1n which
Lambert would have predicted negative efrects academically and in terms
of language maintenance. if children were put into the traditional English-
only classrooms Children in the bilingual program have made very large
gams 1n English: some have shifted to use of more English than Spanish.
but Spanish has been maintained and 1n fact significantly increa<ed. It can
probably be said from these data that when Spanish is supported through
a bilingual program. the added skills in Enghsh seem to have presented no
cost to the children in Spanish competence, wnd certainly no academic
retardation.

DISCUSSION

There are still relatively few studies of bilingual education that involve a
sufficiently large sample of children and enough years of program operation
to present a clear pattern of program effect.

However. the two studies that offer the closest parallel to the 1BI program
would, be those of Rosier and Holm (1980) among the Navajo children in
the southwest United States. and by Modsano (1973) among Indian children
in the Chiapas Highlands of Mexico. 1Bl and these two programs all involve
students who represent an impovenshed. ethnic and hnguistic minority. All
involve a fairly large sample and an examination of effects over a multiple
year penod. In addition. each study includes quite a few details on the
nature of the curnculum and the background and traiming of staff. Al re-
ported favorable results from the bilingual approach in both language ac-
quisition and in academic subject areas.

The most notable smilarity among the three programs was in the re-
cruitment of teachers from the local poy wation. Modiano reported that
when they looked for people who could be recruited to teach in the native
language. they could find few whose formal education had gone beyond the
sixth grade. Rosier and Holm described the native language teachers re-
cruited from the Navajo reservation as “non-degreed”™” teachers. but indi-
cated thal many were working toward degrees. Because of the lack of
educational background or pnor expenence. both of these programs. like
I1BI. instituted an extensive training program for the teachers In all cases
the studies have stressed that these employees were teachers. not aides.
And all three studies have noted that there was a structured curriculum
developed for use in the program. The group of childre . served by all three
programs were reported as entenng the program pnmanly monolingual in
the minonty language.

On some of the other 1ssues of bilingual education the programs differ.
The Navajo program hires separate teachers for the two languages and has
a planned pattern of transference from greater reliance on the primary lan-
guage in the lower grides. to greater use of English 1 upper grade levels.
The program in Mexico and the 1Bl program both have teachers that use
both languages. and the teachers switched freely from one to the other i,
whatever manner seemed necessary to achieve communication.
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Both the Navajo and the Mexican programs involved initial reading in-
struction in the primary language. As noted. the IBI program has taught
reading first in English followed by instruction in Spanish. the primary
language.

These similarities and differences all raise questions about the circum
stances and the program elements that may be most essential to the success
of a:bilingual program. However. one factor emerges with clarity: It is pos-
sible to recruit bilingual teachers from the same ethic and language popu-
lation as the children served. None of this discussion is meant to imply that
there is not a great need for many more well-trained. professional bilingual
teachers. It does indicate. however. that the expansion of bilingual education
to the many children who need such programs does not necessarily need
to be delayed until it can be fully staffed by professional personnel. Para-
professipnals. properly trained and supervised. and given appropriate cur-
riculum materials. can be very effectively used to implement bilingual
education. as demonstrated by the 1Bl program. In this sense there are. as
stated in the title of this paper. **plenty of bilingual teachers."

NOTES

1. An annual report entitled *Educational Programs That Work " is pub-
lished for the U.S. Office of Education by the Far West Laboratory
for Educational Research and Development. San Francisco. This in-
cludes a description of all programs that have submitted evidence
that the program significantly increases children's academic perfor-
mance. and have had this evidence validated by the Joint Dissemi-
nation Review Panel of the Department of Education. The program
described in this paper was listed from 1973 through 1978 under the
title “Training Migrant Paraprofessionals.”” Since 1979 it has been
listed under its current titie “Individualized Bilingual Instruction
aBn.”
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COLLASORATIVE STAFF DEVELOPMENT FOR TEACHERS OF
BILINGUAL STUDENTS WITH THE TEACHER AS RESEARCHER

Cynthia Darche-Park
San Diego State University
Jaime Lujan
San Diego State University

The notion that classroom teachers are incapable of doing important ed-
ucational research js a bias inherent to research ‘training programs in many
traditional research institutions. Many researchers believe that. save for a
few rare individuals. most teachers lack not only the necessary skills but
also the proper motivation to formulate and define a researchable question.
In this paper we will describe a set of assumptions. goals, and training
strategies used to implement a staff development program that tests the
notion that teachers of limited-English-speaking students, can effectively
carry out research pertinent to them. This experiment is currently being
conducted as a one-year collaborative research project, funded by the Na-
tional Institute of Education. between San Diego State University and the
Sweetwater Unfon High School District. a large school district in San Diego
county adjacent to the United States-Mexico border. The project includes
twenty teachers. sixteen student teachers assigned to them, two university
rescarchers. and two graduate assistants. ,

Most teacher training and staff development programs fail to take into

“ account the rich experiential background that teachers bring with them to

the training situation. This is particularly true of those programs designed
for teachers of bilingual and limites-£nglish-speaking students. Most pro-
grams focusing on the needs of ethnic minorities lack authenticity. They
have been based on an institutional structure that is antithetical to the needs.
afibirations and value systems of thespopulations to be served. An authentic
process of eliciting information from those to be served rarely, if ever. has
occurred. In other words, basic structures, methods. and ways of doing
things haye been borrowed wholesale from the majority culture because
these ways “'fit"" into existing institutional frameworks. The **bilingual” or
*multicuftural* components of the instruction are basically overlays onto
existing structures and have been expressed in the form of language usage
or the adoption of extrinsic cultural symbols (Cordasco 1975, Zamora, 1972).

The process of authenticating educational programs for ethnic minorities

implies many changes. the first of which we believe should be to identify
problems truly reflective of the populations to be served. We began with the

assumption that teachers of bilingual or limited-English-speaking students

were themselves the best qualified to determine problems most relevant to
research in bilingual settings.
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We were beset by the problem of choosing a model of staff development
that would authentically allow teachers to formulate the relevant research
questions that should be asked and simultaneously to meet educational ex-
pectations of two stitetions. the university and the secondary school: and
two constituencies. university professors and secondary school teachers.
Given these restrictions. a problem-solving approach to staff development
was chosen. which rests on a colluborative decision-making management
process. The assumptions underlying the implementation of the collabora-
tive decision-making model are:

- panty in decision making for all participants.
respect for the unique perspective of each constituency,
equal assumption of responsibility among all participants in the col-
laborative research and theory development process

o e

The process of collaboration in this project has two simultaneous cycles.
The first occurs between the university and the school distnct as educational
institutions. The second 15 that between the university researchers and the
teachers in the field In what follows. we will first describe the nature of
the training model and 1ts implementation Secondly. we will discuss the
attainment of collaboration and consensus based on existing nsututional
frameworks.

THE TRAINING MODEL
Theoretical Assumptions

The theoretical underpinnings of this project rest on the pivotal assump-
ton that teachiers should be the agents of their own professional growth.

The research-traiming model adopted includes three assumptions designed
to create un ambience that provides the emotional support necessary for
teachers to be proactive rather than reactive to their instructional situation
and problems.

1. Teachers can be encouraged to develop researchable questions by iden-
ufying their own strengths and weakicsses in collaboration with their
peers. This can be done through: .

a. the systematic observation of other teachers teachi Q.
b. analysis of the data collected dunng the observation of other
teachers (caching:
¢. discussion among teachers about the analysis of their findings:
d. apphication of their findings to solve instructional problems:
pe modification of solutions through trial and retest of their
hypothesis

2. Involvement in the process of carrying out instructional research:

a. enables teachers to perceive the strengths and weaknesses of
other teachers during the instructional process:

b. allows the teacher to identify those teacher behaviors which con-
sistently work well dunng the instructional process:

¢ makes teachers capable of solving their own problems and acting
as agents of their own change;

d. makes teachers more capable of communicating sclutions to
problems to their colleagues.
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3. University faculty and classroom teachers collaborate in seeking strat-
egies to find solutions to teachers” problems.

The role of university faculty in this progess has two focal points. The
first is to facilitate the establishment of colluboranive. or ( illegial relation-

ships—first among the teachers as a group and secondly between the in- ‘

dividual teachers and the student teachers assigned to them. Collaborative
or collegial relationships refers to a climate of cooperation and a style of
research-like behavior that the professors and teachers attempt to create
and perpetuate during the entire time that the research project is underway.
The establishment of collegial relationships involves building and maintain-
ng trust, credibility. and reciprocity in relationships among teachers. teacher
educators, district evaluation teams. and others involved in the project.

The second pivotal role of university professors is to establish and oversee
a process of documentation. The purpose of documentation is to set up a
systematic method of collecting evidence. of authenticating facts. and ver-
ifying claims and opinions in order to support inferences drawn from
evidence.

Student teachers have been assigned to work with project teachers for
five reasons

I. We assumed that observation of relative novices in the field wouls
allow project teachers to identify basic instructional problems quickly
and easily. .
Project teachers could gain needed practice in systematic observation
by first observing student teachers beforc going into the field to ob-
serve their peers.

3. Master teachers would be put into a process of examining their own
personalities. teaching styles. and beliefs. relating to instruction. as
they attempt the very difficult task of trying to help student teachers
solve instructional problems in bilingual classrooms.

4 Student teachers. once underway. would allow the master teacher
some release ime to reflect on his/her research problem and to learn
skills to find solutions to these problems.

5. Umversity professors. working closely with hoth master teachers and
student teachers. would be able to collect ethnographic data about the
needs of bjingual teachers in the field relevant to preservice bilingual
teacher training.

5]

Traning Strateey and 1ty Implementation

The ovegall discovery model of learning rests on a twelve step process
oullinﬂ?g Figure 1. '

Notice that the processes of collaboration and documentation continue
throughout the total life of the project. The steps within the model depict
a systematic approach to the discovery of solutions to the problems or
questious identified for strdy. This figure represents an idealized heuristic
for research that also guides the training process of the teachers. The first
three steps (entry. statement of hypotheses and selection of emphasis. eth-
nomethodology and observation training). were initially covered during a
thiry-two hour workshop held the week before school began in August
*1980. This workshop was conducted on site at the district offices. #
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FIGURE |

A CONSENSUS COLLABORATIVE RESEARCH MODEL
FOR ADAPTATION OF RESEARCH FINDINGS.
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B ESTABLISH COLLABORATIVE
OR COLLEGIAL RELATIONSHIPS

The imtial training of the teacher/researchers used the clinical supervi-
sion method developed by Boyan and Copeland (1978). It was shosen
because: :

I. the communicative style inherent in this training is compatible with
tife three basic assumptions of collaboration:

2. itis practically relevant to teachers in their new roles as teacher trainers;

3. it incorporates strategics and skills necessary for undertaking educa-
tional research.

This training method focuses on dcveloping effective interpersonal rela-
tionships, clear communication, problem definition, systematic classroom
observation and analysis as well as objective feedback on the student
teacher's teaching performance. The idea was to enable participants to
develop many of the same skills needed iater to carry out an actual research
project through a process of transfer.

The strategy involved is comprised of four sequential steps and their
concurrent skills (see Figure 2).
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FIGURE 2
CLINICAL. SUPERVISION TRAINING MODEL.

STEPS SKILLS

1 The Preobservation

Behavioral definiion
Conference

. Define a Sive rate
Select construct
observatton instrument

11 Obsersation 4 Practice i objecine
Obsgrve behaviors observation
S Pracuiee i data collection

g low mference
procedures

//\

IF Analysis of
Observation data

-—% 6 Composing a data display
7 Muake sunmmary statements
about the obseryved data
8 Ildenups panerns m the
observed data
9 Make comparnons i the
ahserved duta -

IV Post Observation ——— 10 Provide data fecdback i
Conference \ « non-threatemng manner
- 1V Deternune strategies for
further data colle ction

Within these four steps teachers practice skalls directly refated to exper-
imental or quasi-experimental educational research.

Step I . Practice in defining the instructional problem of the student
teacher in behaviorally abservabie lerms. This process is the
same as that known in tesec ~h as operationalizing van- .
ables™" and defining the problem through generating tcslpble .
hypothesis. s

2. Scmng a base rate or criterion. This is the pr ess of sug-
gesting desirable behaviors or solutions to solve the problem
outlined in nunber ane above and aiming for a level of change

. of these behaviors if criterion is not reached;

3. Selection or construction of an observation instrument. This
is the process of finding or constructing checklists. or other
instruments for the purpose of objectively mirroring specific
behaviors in the classroom related to the instructional prob-
lem defined in number one above. This process in educa-
tional research is more generai and includes such instruments
as achievement tests. survey questionnaires. attitudinal ques-
tionnaires. etc.

Step I1. The process of observation itself is one that requires practice.
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Teachers had the opportunity to observe classroom interaction
on film and to observe the same situation using similar instru-
ments. Problems of interrater reliability were discovered through
this precess.

Step II: Analysis consists of practice in analyzing data collected by ob-
servation and interpreting it for purposes of maintaining or iden-
tifying classroom behaviors that should be changed. This is the
process in educational research of statistically analyzing nu-
merical data and relatirg it to the original hypothesis tested.

Step 1V: Post observation conference gave project teachers practice in
relating the results of observation analysis and interpretation to
the student teacher. with the objective of determining strategies
for improvement of student teacher interaction. This step is an
analog of the researcher writing and publishing the results of
his/her research in professional journals and the inclusion of
further research needed on a problem.

Building Collaborative Relationships

During the initial phases of the project when the twenty teachers were
undergoing the clinical supervision training, the consensus model was ex-

plained to them in detail. The major purposes of the clinical supervision
training were:

l. to give the teachers practice in working with another person in the
insprovement of the instructional process. They worked with each other
in preparation for working with a student teacher,

- the building of trust and communication skills among the teachers as
a group and with the professors,

3. to give the teachers practice in the selection and description of re-

searchable questions, .

4. pm{icing construction of classroom observation instruments and col-

lection of data.

(2]

Working Toward Consensus

As part of the colldWorative research model for staff development, the
team of two professors and twenty secondary schoo! teachers attempted to
come to an overall consensus regarding the topics to be researched. This
was done through biweekly group discussions about research questions in-
teresting to the teachers. The teachers requested that copies of the proposed
model be placed at each of the six school sites so ihat they could better
familiarize themselves with the overall project plan. They also wished to get
clues about pertinent questions that should be asked.

The university professors visited each school «*e at [east once per week

to supervise student teachers; do simultaneou. observations of student
teachers together with the master teachers: coach master teachers in the
.observation process; practice reaching interrater reliability during class-
room observations; and to discuss master teachers’ research topics. At
schools with more than one project teacher, an attempt was made to meet
with all of them in a.small group.

These activities in the schools have not been perceived as disruptive in-
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asmuch as the professors were normally expected to be at the schools in
their usual role as supervisors of student teachers. Project activities were
thus unobtrusively integrated into the normal flow of school activities.

Characteristics of Project Teachers Selected

The process of participant selection. when working across institutions,
is usually very time-consuminrg. For some programs this process has taken
up to six months. particularly when start-up dates of the funding agency do
not coincidc with school district and university academic calendar years.
Because this project was originally scheduled to be funded in July 1980. it
was important to begin the process of teacher selection in April 1980 before
teachers left for summer vacation. This is particularly true since initial
training was to begin in August before classes began. From April through
June 1980, university professors met with principals. assistant principals
and counselors at each site to explain the project and to gain their accep-
tance of the project for their teachers. Follow-up meetings were held with
interested teachers. The teacher role and responsibilities in the project were
thoroughly explained and outlined in writing. This process yielded a list of
seventeen teachers in four schools who were willing to make a commitment
to the project. The essential criteria for acceptance into the project were
three fold:

1. the teacher had to be willing to make a year-long commitment to the
project:

2. the teacher had to express interest in doing research:

3. the teacher had to be working with limited-English-speaking students.

Because there was a delay in notification of funding. district personnel
and university professors made the decision August 4, 1980 to begin the
project on district and university funds. Of the seventeen teachers originally
committed to the project. six were still available for training in August. Of
the eleven who could not continue. four had a change in status e.g.. trans-
ferred to other school. promoted to counselor, or took a leave of absence.
five felt the project 100 strenuous given other commitments, and two with-
drew because of a non.upportive principal.

During the first part of August. additional intensive recruitment of teach-
ers was undertaken. All teachers recorded as being present at any of the
onentation meetings were contacted. Seven of them who had not been ready
to make a commitment in June agreed to participate. An additional three
teachers transfeired into the collaborative research project from an onsite
masters program. Four more came from schools or assignments not origi-
nally targeted for the project. These teachers were allowed to participate
because they had had experience doing research: they were bilingual and
were working with bilingual or limited-English-speaking students.

Through this process, twenty teachers from six schools were selected.
Table | shows the subject areas. bilingual certification and years of expe-
nence for each of the project teachers.

Of the twenty teachers who were selected to participate in the program.
six already had master’s degrees ard four of these were already at the top
of the salary scale. At least two of the teachers in the project hold Phi Beta
Kappa keys and two are former Fulbright scholars.
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TABLF I

SUBJECT AREA. BHLINGUAL CERTIFICATION. AND
YEARS OF EXPERIENCE FOR PARTICIPATING TEACHERS

Subyect Number of Bilingual Years of Experience
Area Participants Certffication - 13 4-9 10 or more

ESL 4 4 2 1 1
Math 4 2 0 2 2
Social Studies 7 ) 2 1 4
Business 1 0 0 1 0
Spanish 2 2 ! i 0
Science 1 0 0 0 1
Tagalog i) il o 1 0
Total 20 s s 7 8

Of the twenty participating teachers. fifteen hold bilinguai cerufication.
five have one to three years of teaching experience. seven have four to nine
years of experience. and eight have ten or more years of teaching experi-
ence. Seven subject areas are represented in the group. Two of the five
teachers with one to three years of expenence work as substitute teachers
for the school district. Three of the teachers are secopd-year teachers. Half
of the teachers with ten or more years of experience had in previous years
supervised student teachers. The other four in this category had never had
or requested a student teacher. Two of the regular classroom teachers in the
project could not be assigned student teachers because we were unable to
match student teachers with master teachers for one of the math teachers
and for the Tagalog teacher.

In <ummary. the process of selection produced a cadre of twenty teachers
across six school sites. In no case does the number of teachers at any site
compose a “critical mass.” Teachers vary greatly in years of teaching ex-
perience and tn experience with research and innovative programs.

ATTAINMENT OF COLLABORATION

The notion of collaboration among teachers working toward objectives in
the edugation. enterpnise is Mot a new one. Team teaching 1s an example
of a type of co “iboration advocated in several bilingual models of instruc-
tion. In thes pro ect two types of collaboration were being advocated si-
multaneously. Ti - first was between master teacher and student teacher in
which the master eacher was to act as a factlitator and emotional support
for problem solvir on the part of the student teacher rather than as a cntic
or evaluator. The «+ cond process of collaboration was among the teachers
themselves ih their rttempts to solve problems through consensus decision
making and dotng re earch on identified problems. Our descriptive research
in these areas rests «.n the following questions:

1. To what extent did teachers implement the clinical supervision model”?
2 What were the reasons for success or fatlure in implementing the clin-
ical supervision model”

‘ %
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3. To what extent did the clinical supervision model act as. A base for
transfer of skills to the research questions identified?

Insights about the nature of the answers to these questions are based on
our weekly observations of the relationships that developed between master
teacher and student teacher during the entire first semester. records of the
interaction between master teacher and student teacher during the post
observation conferences, and ethnographic interviews of both student teacher
and master teacher separately during the course of the semester.

During the first four weeks of implementation we noticed that no master
teachers had begun to implement the first step of the process. On analysis
of our data at that point we hypothesized that the student teachers, on initial
entry into leaching. were not ready to cooperate in Step 1 of the procedure."
The clinical training model has as its underlying assumption the notion that
the teacher in traini